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Seit Jahren ist die Öffnung der Zugänge zum Arbeitsmarktes durch neue oder innovative 
Programme, so z. B. durch den Abbau traditioneller Hürden zwischen Beruflicher 
Bildung und Hochschulbildung, eines der hervorgehobenen Themen der politischen 
Empfehlungen, insbesondere der EU, im Bildungsbereich. Doch wie klingen diese Melo-
dien, geschrieben in Brüssel oder anderswo, wenn sie mit den alten Instrumenten der 
nationalen Regelungen, Traditionen, finanziellen Beschränkungen und Zuständigkeiten 
der verschiedenen Institutionen gespielt werden? Unser Projekt LETAE (Erhöhung der 
Relevanz für die Arbeitsmärkte der Erwachsenbildung an Universitäten) konzentriert sich 
auf die Schnittstelle zwischen universitärer Bildung und der »Welt der Arbeit«: Gegen-
stand der Untersuchungen sind Programme für erwachsene Lerner (nach Beendigung 
einer ersten Ausbildung oder eines Studienganges), die Lernprozesse an Universitäten 
und in Arbeitsprozessen kombinieren. 
Dieser Forschungsbericht beinhaltet die wesentlichen Projektergebnisse der verglei-
chenden Analyse der nationalen Strategien zu universitärer Erwachsenenbildung, den 
jeweiligen Bildungssystemen, der Finanzierung solcher Programme etc. in den 6 teilneh-
menden Ländern (DE, UK, ES, CZ, TK, und FI). In jedem Land wurden zusätzlich 3 
Fallstudien durchgeführt, diese werden in dem vorliegenden Bericht ebenfalls skizziert. 
Unsere Ergebnisse können sicher nicht als repräsentativ, aber als indikativ bezeichnet 
werden; insbesondere die Verteilung der Fallstudien innerhalb der entwickelten Typolo-
gien zeichnen ein sehr klares (und trauriges) Bild. 
 
Widening access to labour markets through developing and promoting new or innovative 
programmes, aimed at reducing traditional gaps between blue collar and white collar 
respectively. Vocational Education and Training (VET) and Higher Education (HE) has 
been high on the agenda of policy makers, especially at the European level for years. But 
how sound are these melodic rhythms written in Brussels or elsewhere when played with 
the old instruments of national legislations, traditions, funding shortages, and claims 
between different stakeholders? Our project LETAE (Reinforce the Labour Efficiency of 
Tertiary Adult Education at universities) focuses on the interface between universities 
and the »world of work«: Subjects of inquiry are programmes for adult learners (who 
should have finished a first (either VET or HE) qualification), which combine learning at 
universities and at the workplace.  
This research report reveals the main findings of a comparative analysis of strategies 
of Tertiary Lifelong Learning (TLL), educational systems, funding, etc. of such pro-
grammes in the 6 participating countries (DE, UK, ES, CZ, TK, and FI). Additionally 3 
case studies per country were selected and are sketched out in the report; so findings 
might not be classified as »representative«, but as »indicative«; especially since the 
distribution of cases in our developed typologies draw a quite clear (and sad) picture. 
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1 Introduction  
It has long been suggested that in order to meet the requirements of the knowledge 
economy, university provision for adult learners is crucial. In its resolution of 2011 on 
modernising universities for Europe’s competitiveness in a global economy, the Euro-
pean Council claimed  
»to improve the identification of training needs, increase the labour market relevance of 
education and training, facilitate individuals’ access to lifelong learning opportunities and 
guidance, and ensure smooth transitions between the worlds of education, training and 
employment.« (EU 2011a)  
The Council recognised the need to increase lifelong learning opportunities to: widen 
access to higher education, boost employability and upgrade the skills of adult popu-
lation. This requires close cooperation between public services, education and training 
providers and employers at all levels. 
One of the key elements of this modernising strategy is to encourage higher edu-
cation (HE) institutions to be more accessible to non-traditional learners including adult 
students; and to develop further their role in lifelong learning, increasing, where appro-
priate, the diversity of the tertiary education system. 
This is confirmed in the strategy framed in the new master plan »Europe 2020«. In 
the strategy paper »Supporting growth and jobs – an agenda for the modernisation of 
Europe's higher education systems« (EU 2011b) one of the key policy issues is to 
encourage a greater variety of study modes (e.g. part-time, distance and modular lear-
ning, continuing education for adult returners and others already in the labour market) 
to increase flexibility and therefore widen access. 
However, each policy and their concrete outcomes must be subject to an evaluation 
measuring their efficiency. It is thus important to develop tools to evaluate the strategies 
of universities to provide programmes of study which develop labour market relevant 
skills and competences. This is of particular relevance to their programmes of adult 
education, which are mainly at least in part, funded by students themselves or by enter-
prises. Both students and enterprises expect an adequate return on their investment. An 
evaluation of the labour market efficiency of such programmes will be a valuable re-
source to allow institutions to adapt their programmes to local and regional labour mar-
ket needs and to avoid poor investments or labour market and skill mis-match. 
The LETAE project examines selected cases of »apparent good practice« in the 
participating countries of Germany, Scotland, Finland, Turkey, Spain, and Czech 
Republic; analysing potentials and examining barriers to their successful articulation 
with the labour market, establishing a dialogue between institutional and external 
stakeholders about ways to increase the labour market efficiency of the programmes 
and provide tools that attempt to measure this. 
This project will promote the labour market articulation of tertiary adult education 
programmes, facilitated by universities, in relation to the demands of external stakehol-
ders in the form of industrial organisations, enterprises, public sector and worker’s 
representatives. It is expected that, orientation to this specific, but still broad area of 
demand, will contribute to mitigate and ameliorate the qualification gap outlined above. 
In the following, we present the results of a study about university-enterprise coope-
ration in the field of tertiary lifelong learning (TLL), university adult education or using 
the old fashioned term continuous training at tertiary level. We selected and analysed 
Andreas Saniter, Muir Houston, Karsten Krüger (Eds.) 
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three cases per country of university-enterprise programmes for adults, who already 
have labour market experience but who want to participate in education and training 
measures offered by universities to improve or consolidate their labour market position. 
These case studies are complemented by desk research about the institutional context of 
university higher education in each of the partner countries. 
Core questions not only address the regulation of TLL systems within national quali-
fication systems, but also examine the degree to which labour market actors are inte-
grated in the design and delivery of the programmes. The project asked specifically for 
universities programmes in the area of further training to improve or consolidate the 
labour market position of adult students and its impact on their work performance. For 
this reason, we exclude all experience of business-university cooperation in the field of 
initial educational programs, which participants tend to enter directly after compulsory 
education. 
We do not consider programmes analysed as representative of the offers for conti-
nuous education in the respective countries, but all of them show both potential bene-
fits and obstacles of cooperation and collaboration between enterprises and other exter-
nal stakeholders in the field of education. Chapter 2 »Methodological questions« 
presents briefly the methodologies – »case studies« and »mutual learning« – applied in the 
project.  
National strategies towards TLL depend strongly on the respective national educati-
onal systems: for this purpose chapter 3 »Institutional context« offers a comprehensive 
insight into the educational systems of participating countries, focussing on similarities 
as well as differences that might strengthen or weaken mutual learning. 
Chapter 3 is subdivided into 4 sections, beginning with a »Short overview of the 
educational systems and educational structures« of participating countries. Section 3.2 
focuses on »Systems and structures of work based/work related learning in HE resp. 
adult education«. It will be no surprise if we mention in this introduction that funding is 
one of the most crucial elements in all the selected cases, and, given the importance of 
this issue section 3.3 is devoted to »funding« and the different approaches and 
mechanisms adopted by participating countries. Although the project and this report are 
drawn from qualitative research, the presentation of macro-data provides a context 
within which to situate the relevance and potential impact of cooperation between 
universities and the world of work, and thus some basic statistics from official sources 
(e.g. OECD; Eurostat) are quoted and analysed briefly in section 3.4 »Statistics on 
Educational structures and Graduate labour markets«. 
A comprehensive overview of the 18 cases (3 per country) can be consulted in Chap-
ter 4 »Case study fiches«; detailed comprehensive case studies as well as the national re-
ports are available for download on http://www.letae.eu/. Chapter 5 »Tentative 
typology« offers attempts to classify the university lifelong learning programmes in 
respect of the social needs, to which they gave response. 
Chapter 6 »Potential of university-business cooperation in the field of higher 
education« consists of a summary in respect to our findings on university-business 
cooperation in the area; and, the potential, which it offers to align university education 
and training more closely to the labour market. 
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2 Methodological questions 
In this section, we will briefly discuss some methodological issues starting with the 
question, what we consider as university adult education. This is followed by two sub-
sections on the methodologies of the empirical research: non-representative multiple 
case studies and mutual learning seminars. 
What is University adult education? 
In recent decades, lifelong learning has played an important role in EU-education poli-
cies. In the key Commission document »Making a European area of lifelong learning a 
reality« (EU Commission 2001a) lifelong learning is defined as 
»all learning activity undertaken throughout life, with the aim of improving knowledge, 
skills and competences within a personal, civic, social and/or employment-related 
perspective« (Ibid 9).  
The same document welcomed the idea that lifelong learning is not restricted to a 
specific age or education period and neither to a specific learning mode. The definition 
includes all forms of learning.1 When the focus comes to learning activities of those 
people who have left initial education and training, lifelong learning is often termed as 
adult learning, In the Communication »Adult learning: It is never too late to learn« the 
European Commission (2006) stated: 
»Definitions of adult learning vary, but for the purpose of this Communication it is 
defined as all forms of learning undertaken by adults after having left initial education 
and training, however far this process may have gone (e.g., including tertiary education)« 
(Ibid 2). 
Moreover in the European Adult Learning Glossary, Level 1 (2008: 5) Brooks & Burton 
include in adult education all formal, non-formal and informal learning activities of adults. 
It also includes higher education in the case that the adult does not come directly from 
other education tracks. That means, initial higher education of students, coming e.g. from 
secondary schools, are excluded from this definition. But such a definition must include 
also initial (higher) education where the students are considered to be adults. In this sense 
Bélanger & Valdivielso (1997) characterized adult learning as any educational activity 
structured in terms of content and time frame, and aimed at serving adults who are 
outside of the formal education system (see also Bélanger & Bochynek 1997). 
Tertiary education is defined as the level of education following secondary schooling 
– provided by universities and other higher and further education institutions. Often, 
tertiary education is used as a synonym for higher education. Tertiary education is not 
the same as university education. Universities are a core element of tertiary education, 
but there are other providers of tertiary education such as tertiary colleges or higher 
vocational schools2. This is reflected in the new ISCED 2011, where eight levels are 
distinguished reserving the levels ‘5’ to ‘8’ for higher education. Similar, taking the qua-
                                              
1  The OECD (2007) referring to a paper of Behringer & Cole (2003:7) used a similar definition: »Learning -
activity that is undertaken throughout life and improves knowledge, skills and competences within personal, 
civic, social and/or employment related perspectives. Thus the whole spectrum of learning – formal, non-
formal and informal, is included, as are active citizenship, personal fulfillment, social inclusion and professional, 
vocational and employment related aspects.” 
2  For instance in Spain, training for higher technicians, considered as part of higher education, is provided by 
vocational schools. 
Andreas Saniter, Muir Houston, Karsten Krüger (Eds.) 
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lification as point of departure, the European Qualification Framework also established 
eight levels applying the last four to higher education resp. Continuous Vocational Edu-









and	 competences.	 But	 as	 we	 see,	 from	 the	 5	 level	 onwards,	 the	 congruence	 between	 both	
classifications	is	very	high.	The	ISCED	defines:	»Tertiary	education	builds	on	secondary	education,	
providing	learning	activities	in	specialised	fields	of	education.	It	aims	at	learning	at	a	high	level	of	
complexity	 and	 specialisation.	 Tertiary	 education	 includes	 what	 is	 commonly	 understood	 as	
academic	 education,	 but	 is	 broader	 than	 that	 because	 it	 also	 includes	 advanced	 vocational	 or	
professional	education«	(UNESCO	2011:	42)	
2	European	Qualification	Framework,	see	European	Union	(2008)	
Our project sought to investigate the social impact of adult education provided by full 
universities or universities of applied science, excluding other types of adult education, 
namely CVET. Following the aforementioned pragmatic definitions, we are studying the 
learning provision of universities for adults who have left initial education and training 
many years before (in general, people older than 25 years).  
We prioritise the impact on the labour market situation of the learners. This does not 
exclude studying the relationship of university adult education to the »initial« higher 
education curricular structure of the Bologna cycle. 
2.1 Case study approach3 
This chapter presents the methods used for collecting data on the university adult 
education programmes based on the cooperation between universities and enterprises 
aimed to develop and test tools to measure their social effectiveness. Different EU-wide 
University Adult Education Programmes were selected, studied and compared in order 
to detect the relevance of work-linked learning and the social effectiveness of University 
Adult Education (UAE). Our methodology is based on a multiple case study approach 
combined with desk and statistical research. Additionally mutual learning seminars, both 
on national and transnational level, were designed in order to involve project external 
experts and practitioners from the field of UAE in the project development from the 
beginning. 
The Case Study method is deemed to be particularly well suited to study contem-
porary phenomena within real-life contexts, where the relevant behaviours cannot be 
manipulated [Yin, 1994]. More specifically, we adopted a Multiple-Case Study research 
                                              
3  This section draws heavily on (Mariani & Krüger 2013) 
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strategy, comparing different university programmes oriented to adult learners across a 
selection of EU countries and Turkey. 
Our study was exploratory (rather than purely descriptive or fully interpretative) in 
nature, answering the following research question: »what are the conditions under which 
UAE programmes become socially effective in terms of access to jobs and quality of 
work?« 
The analysis of social effectiveness was targeted to study the degree to, and the con-
ditions under which:  
1. The different programmes successfully open higher education systems to adults.  
2. Participation in such programmes facilitates the transition between labour market 
episodes for adults to achieve the desired quality of work. 
The underlying themes were:  
- The effectiveness of UAE in increasing the value of the individuals’ capital stock 
and improving their position in the labour market.  
- The impact of UAE on labour performance in the work place.  
To evaluate the social effectiveness of programmes, our project adopted a twin perspective: 
1. The individual perspective: Persons, who have decided to participate in learning 
programmes, always develop some expectation of its impact on their life. The aim 
is to discover if the UAE programme has fulfilled these expectations in terms of 
access to jobs and/or quality of work. 
2. The enterprise perspective: enterprises facilitating employee access to (university) 
adult education through in-house or external training have some expectations on 
the return of investment. Our approach allows us to evaluate the impact of 
participation in UAE-programmes from a multiple capital perspective on the 
impact of programme participation on work performance. 
A second aspect analysed by the project was the relevance of work-related learning 
provision for the effectiveness of these programmes. It does not ask so much about the 
relevance of internships but for the interrelation of learning with concrete working 
environments or the application of work oriented didactics (problem based learning, 
project learning, collaborative learning etc.).  
The construction of an analytical model is a prerequisite for specifying the data 
collection tools in the form of interview protocols [see Mariani & Krüger 2013]. The 
units of analysis were concrete University-based Lifelong learning programmes. 
Eighteen (three in each Country) programmes provided a cohort of case studies for 
comparative analysis. Our case studies relied principally on the systematic semi-
structured interviewing of key people. 
In a semi-structured interview, the researcher must have a set of pre-defined 
questions [interview protocol] at hand, but he or she is free to change the order of the 
items and to add or skip some. Semi-structured interviews are less systematic and more 
qualitative in nature than structured ones, allowing the collection of a richer set of data 
and evidences. The drawback is that a systematic comparison among the answers 
provided by respondents might be difficult. 
An interview protocol refers to the instructions and to the list of specific open-ended 
questions that were submitted to each target group of respondents. We designed a 
unique interview protocol useful both for analysing the variables for social inclusion and 
Andreas Saniter, Muir Houston, Karsten Krüger (Eds.) 
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for TLL teaching and learning methods. In addition, our research approach distin-
guishes between two main types of target: TLL providers and TLL users (students). 
Because of this, two different versions of the unique interview protocol were designed 
[see www.letae.eu] 
To select the interviewees, a snowball process was followed: 
1. Start by interviewing one decision maker of the HE institution within our re-
search programme (i.e. the one who makes the agreement). At the end of the 
interview, we asked him/her to indicate other decision makers/ lecturers and 
students who can conveniently be interviewed4; 
2. Contact and interview people identified by the first interviewee and ask each one 
to indicate other decision makers/ lecturers and students who can conveniently 
be interviewed until the necessary set of information and data has been collected.5 
Before starting to investigate all the case studies (which proceeded in parallel), the 
interview protocols were tested in one preliminary pilot study in Spain. This pilot testing 
provided evidence for the validity of the overall research plan ensuring that: 
- The questions are clearly understood and unambiguous. 
- The length of the interview is acceptable. 
- The collected data support the research goals. 
To perform the necessary analysis on the collected data, some interviews were audio-
recorded. Together with the additional secondary data, the interviews were used to write 
individual case study reports that were proof-read by the interviewees. To maintain 
consistency and ensure comparability, these reports maintained a common structure 
very similar to the structure of the interview protocol.  
2.2 Mutual Learning Seminars 
The second main pillar of the empirical methodology used in the project has been the 
mutual learning seminar approach developed and successfully applied in a previous 
research project.6  
Mutual learning has become prominent in the context of the Open Method of 
Coordination (OMC) of the EU to coordinate policy development in such key areas as 
employment, social policy and education & training. The OMC assumes that member 
states or entities (e. g. universities) within a state can learn from each other by exchan-
ging apparent good practice experiences and jointly establishing benchmark indicators. 
In another context, mutual learning is seen as an essential element of policy develop-
ment based on public participation [see Daniels & Walker 1996]. Our project adopted 
this participatory idea by creating a forum not only to present our research results and 
discuss them with practitioners, but also to reflect upon, share, consolidate and transfer 
                                              
4  This also allowed the possibility to ask the interviewee which questions in the interview protocol are in need of 
further elaboration. 
5  The overall number of interviews to be performed depends on the information collected in each interview. 
Again, in this case, we’re not aiming to achieve a representative sample. On the contrary, the aim should be to 
reach ‘saturation’, that is each partner should perform enough interviews to generate sufficient data about the 
subject under investigation (or to answer in a satisfactory way the questions contained in the interview 
protocol).  
6  We make reference to the THEMP project co-funded by the European Commission within the Lifelong 
Learning programme, in particular Mariani & Krüger 2013. 
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experiences on university adult education generally. This will hopefully influence the 
practice of adult education in European universities. 
In this sense, mutual learning is a dialogue between project researchers, external 
experts and practitioners in order to facilitate the design, implementation and evaluation 
of project results; and, improve the practice of adult education in universities. It origi-
nates from the interrelationship between good social science, good practice and good 
learning. With reference to the learning concept of Kolb [1984] the mutual learning 
workshops combine social scientific conceptualisation, scientific observation, and active 
experience; thus creating space for reflective discussions around adult education at 
universities. 
In our project, mutual learning has been interpreted as an active component of social 
learning. »The process of defining the problem and generating alternatives makes for 
meaningful social learning as constituencies sort out their own and others’ values, orien-
tations and priorities« [Daniels & Walker 1996: 73]. Mutual learning uses techniques that 
facilitate understanding of such complex matters as university adult education and its 
link to labour markets and employment policies. It combines the presentation of infor-
mation with dialogue in order to allow participants to clarify the scope and definition of 
problems within the field of study. 
These techniques are designed to stimulate creative discussion among participants 
from different countries and/or different kinds of institutions. Because of the nature of 
the project, our mutual learning seminars did not aspire to develop new policies or 
strategies on university adult education. The objective was to provide an informed 
environment for the discussion of different experience on these issues, thus creating 
ideas and inputs into future development of strategies and policies at the universities, as 
well as indicators for future research in the field. 
Two national mutual learning workshops in each participating country and two trans-
national mutual learning workshops comprised an essential part of the overall project 
flow. The first workshop was intended to promote discussion on the proposed ap-
proach and methods and their viability and suitability for the analysis and design of TLL 
as a viable component of social and employment policies. The objective was to intro-
duce the viewpoint of practitioners in the field of university adult education into the 
approach and methodology design from the beginning.  
The second workshop was convened to discuss the research findings and their 
implications for TLL development within the framework of social and employment 
policies. As such, both transnational workshops can be interpreted as opportunities for 
validation and exchange rather than data collection. 
The content and structures of the national WS were more open; trusting that 
researchers from participating countries know best which themes would attract their 
national experts most – and would deliver best feedback to the LETAE consortium.  
  
Andreas Saniter, Muir Houston, Karsten Krüger (Eds.) 
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3 Institutional context 
3.1 Short overview of the educational systems and educational structures 
Spain 
The Spanish education system is characterised by unique education tracks at the 
level of compulsory primary and secondary education, where the differentiation of 
type of schools is done by the funding of the institutions: public schools, private 
school and private schools with public funding.  
After the compulsory stage, there are two options to follow education (see 
Picture	1):  
1. The general education track: which delivers an education certificate allowing 
access to higher education; which can be higher vocational education & 
training or university education; 
2. The vocational track: which delivers a medium technician certificate; the 
certificate together with an access test permits the student to access higher 
vocational education & training leading to higher technician certification. This 
certificate permits direct access to universities. 
This means, that the higher education systems is clearly structured for a vocational 
track (higher technician) delivered in vocational schools and a general track at 
universities and associated education centres. The vocational track is structurally 
considered as a prior step towards university education. University education is 
characterized by its institutional homogeneity; except for specific academic fields 
(sports, music and arts), official higher education degrees (bachelor, masters and 
doctorate) are facilitated by only one type of institution: the full university. 
Within this structure, demands for adult training derived from new political, 
cultural and labour conditions are not included and are delivered outside of the 
traditional educational system. Some were provided by social organizations through 
programs of Vocational Training and Continuing Education, and others directly by 
civil organizations, often without due social recognition. Some autonomous com-
munities such as Andalusia, Catalonia, Galicia and Valencia approved specific laws 
for adult education but with the same practical difficulties of application. Outside 
the traditional education system, there was an intense development of vocational 
training in the1980’s. The INEM (currently the Public Service of State Employ-
ment) activities during this period were based on a strategy of continuing improve-
ment of Vocational Training and Professionalism Certificates. Through social dia-
logue between the administration, trade unions and employers’ associations a series 
of national agreements for continuing training were established since 1992. Starting 
from these agreements it was understood that professional training was fundamental 
in responding to labour market needs.  
In parallel, the Law of University Reform of 1983 authorized universities to carry 
out unofficial teaching activities and offer continuing education and training, and 
therefore they were allowed to attract different student profiles. Moreover, this law 
granted the possibility to offer degrees with diplomas different to the officials. In 
practice, continuing education and training became widespread in the 1990s, fo-
cused on the graduate level and with a strong professional orientation. Given the 
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proliferation of programs of continuing education and training offered by Univer-
sities and also the existence of varied programs offered by non-university entities, 
there was an increasing need for homologating denominations and characteristics. 
At the University level, the objective was to apply some homogeneous criteria and 
to secure the specificity and quality of its continuing education and training pro-
grams. Two agreements arose, one in 1988 for the Catalan universities, on the deno-
minations and characteristic of the graduate degree studies and their certification; 
and another in 1991, for all Spanish universities, distinguishing the scope of con-
tinuing education programs between master, specialist, expert and postgraduate 
diploma degrees. The first one, of at least 50 credits, has as prerequisite a university 
degree; specialist and expert were programs of at least 20 credits directed to gra-
duates or undergraduates but with at least a Baccalaureate certificate; the ability to 
grant a postgraduate diploma would be for other training initiatives. 
Picture	1:	Structure	of	the	Spanish	education	system	
 
However, although universities’ continuing education and training depends on the 
autonomy of each institution – there are no legal guidelines –, the objective of 
supply flexibility and better matching with demand was achieved; the practice 
created a varied and heterogeneous supply of programs obstructing recognition and 
transferability among institutions. At the same time universities began to develop 
short courses to address specific social specialisation demands, among which we 
find firm-tailored courses with even more heterogeneous denominations and dura-
tions, including language courses or initiatives such as the university for people 
(focused on participants of more than 50 or 55 years). In this way university 
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continuing education and training has responded to the three above-mentioned 
dimensions: professional, social and academic. Regarding the final dimension, one 
must also keep in mind the realization on the part of the adult population university 
official studies: at the moment Bachelor’s, Master’s and Doctorate. 
The relevance of university continuous training – compared to many other EU-
countries – must be seen in the context of the Spanish education structure and the 
development of the labour market. The educational structure of the Spanish popu-
lation is a unique case among the EU member states. As Table 1 shows in Spain the 
rate of low educated people is with distance the highest followed by the rate of high 
educated people among the population between 25 and 64 years. But among the 
population between 25 and 34 years this is a reverse situation, the rate of people 
with higher education is higher than the of people with a low education level. In 
both age cohorts, the lowest rate is the one for medium educated people. This dual 
structure is persistent in time (taking as reference the period from 2004 to 2014), 
observing, however that the rate of people with low education level is decreasing 
constantly, meanwhile the rate of people with medium and higher education is 
increasing. 
On the other side, studies about sub-utilisation of labour forces indicate 
continuous mismatch (ILO, 2014). That means, the Spanish rate of underemployed 
higher educated people is always the highest or at least the second highest rate 
among the analysed countries (Cedefop, 2015).  
In this circumstance, there is a considerable demand of continuous higher 
education facilitating additional certificates improving so the labour market per-
spectives of graduates. As mentioned before, this type of higher education and 
training is not regulated by the state, in terms of content and fees. But there is a 
more or less coherent structure observable with mainly one and two year pro-




		 25-34	 25-64	 25-34	 25-64	
ISCED	0-2	 37,4	 54,6	 34,4	 43,4	
ISCED	3-4	 23,4	 18,6	 24,1	 21,9	
ISCED	5-8	 39,3	 26,7	 41,5	 34,7	
Source:	Eurostat	Labor	Force	survey	–	annual	data	consulted	02/04/2016	
On the other hand, even in the traditional higher education track, there is an increa-
sing demand for a stronger vocational orientation of university education promoting 
more industrial master and PhD programmes. In so far, the issue of work related or 
work based learning at universities is one of the main topics in the Spanish higher 
education debate.  
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Germany 
The structure of the German Educational System is based on two mighty pillars: At 
the end of the 4th year7 of elementary school pupils have to decide (or the decision is 
made by teachers or parents) whether they want to go to university later and choose 
the track »Gymnasium« or whether they want to start an apprenticeship after their 
10th year of (compulsory) general schooling (Hauptschule or Realschule).  
Compared to this distinct frontier or threshold the difference between General 
and Higher Education (GE and HE) is not that sharp. The German Gymnasium 
covers the middle and upper parts of GE. At the upper stage it performs like a 
college, (which may be part of university level studies in other countries), the assign-
ment of »Gymnasiale Oberstufe« either to GE or to HE is not a trivial thing. 
The attempts to bring HE and work related learning together started in Germany 
with the latter! The ordinary career of a German young adult led from compulsory 
school to an apprenticeship; then to CVET – ways leading to HE have been exclu-
ded for the mass of the school leavers; HE used to be an exclusive field for a small 
privileged amount of population (~10%): Any bridge between HE and work related 
learning had to be built from the VET-side. Picture	2 illustrates the way decisions 




This section aims at understanding the way Germany has developed to what we 
have to face now in a more or less European defined situation. To characterise this 
situation from the general German perspective as the latter is bound to the facts set 
by the recent reforms resulting in an elaborated VET regime the leading questions 
of our project require a different interpretation. In Germany the need to open HE 
to workplace or work related learning cannot be the way to include the latter into 
                                              
7 At age 10 
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the Educational System — as there already is a broad offer of vocational learning 
fixed in institutional structures; it is a question of opening workplace and work rela-
ted learning to HE. In Germany the last step to terminate reforms aiming at parity 
of esteem now seems to come: Replacing the traditional VET regime by HE will 
import all the problems other countries have to include workplace and work related 
learning into HE. 
The 2 mighty pillars sketched in general respective vocational education (Abitur 
resp. Haupt-/ Realschule followed by IVET) find their prolongation afterwards: HE 
at university (or university of applied sciences) level was only available for applicants 
with Abitur; the standard career paths for others – after finalising IVET – were 
CVET-courses. 
Aiming at increasing the options for university studies for students without the 
Abitur, the German Ministry of Education and Research recently introduced a pilot 
initiative »open universities«; supporting 47 pilot projects allowing people without 
Abitur to study, to: 
assure sustainable supply of skilled workforce, 
- increase permeability between VET and HE, 
- assure fast transfer of knowledge to practice,  
- and to allow universities to develop a profile within the area of LLL. 
(Source: oh_2015) 
United Kingdom (Scotland) 
We will first provide a general overview of the Scottish educational sector; briefly 
introduce the historical context for the development of adult education in higher 
education before moving on firstly to summary of lifelong learning in general, and 





It is important in any discussion of UK higher education to note that education is a 
devolved matter meaning that each of the constituent parts of the UK (England, 
Scotland, Wales and Northern Ireland) develops and implements its own policy; 
and, in relation to where this diverges between England and Scotland specifically in 
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relation to post-compulsory provision the differences will be noted. The post-com-
pulsory system in the UK consists of universities, Higher Education Colleges 
(HECs) and Further Education Colleges (FECs) with the majority of providers fun-
ded by the state. There have been recent inroads to the sector from private provi-
ders particularly in England which has travelled furthest down the road of the direct 
marketization of post-compulsory education. The emergence of private providers 
has been subject to criticisms about quality, oversight and monitoring in particular 
in relation to issues of finance; specifically, access to public funding with a critical 
report released by the National Audit Office which provides scrutiny of public 
spending on behalf of Parliament. In Scotland the FE sector has also been subject 
to reorganisation which has resulted in the creation of a framework with 13 regions 
and 27 colleges. In ten of the regions a single regional College exists, often created 
from the merging of local FECs under one umbrella organisation.  
Higher education at sub-degree level delivered in FECs plays an important role in 
widening participation in Scotland with 64% of HE qualifications awarded from 
FECs in Scotland (2012-13) at HNC/HND levels. The power to award degrees is 
regulated by law in the UK and there is a distinction between Recognised bodies 
which are institutions that can award degrees (these would be recognised as univer-
sities), and Listed bodies that offer courses which can lead to an award from a Re-
cognised body; in addition, there are also institutions which can award their own 
unique degrees known as Recognised awards. At present there are 156 Recognised 
bodies with 16 of them in Scotland and only six of them, all in England, which are 
private institutions with four for-profit and two which operate as privately funded 
charitable bodies. In relation to Listed bodies, 653 institutions were identified with a 
considerable number of these recognisable as FECs. A review by Parry et al., 
suggests that in England, some 349 FECs exist, the majority (283) offering some 
HE level provision; while a survey by the Department for Business, Innovation and 
Skills (BIS) noted 674 private providers of higher education which they reckoned 
was a very conservative estimate. 
FECs are providers of both non-advanced vocational education below HE level 
and of short cycle Higher Education of one or two year duration, equivalent in the 
national credit frameworks across the UK of one or two years of the Bachelors 
offered in universities and HECs. In England, the creation of the Foundation 
Degree, two year programmes with a vocational or employment focus, has replaced 
the previous Higher National Diploma (HND) while in Scotland the HND and its 
one year pre-requisite, the High National Certificate (HNC) are still awarded. 
A further difference in the form of qualifications between England and Scotland 
relates to duration; and, while in England an Honours degree is typically three years 
in duration; in Scotland students may exit at the end of third year with an Ordinary 
degree or as the majority do continue to fourth year and exit with an Honours 
degree. 
Given the likelihood (across the UK) of those studying in FE to be older, have 
lower levels of formal qualifications gained in compulsory education and to come 
from disadvantaged and under-represented groups; higher education delivered in 
further education is an important element in ensuring more adults have access to 
higher education to address the skill requirements of the knowledge economy as set 
out above. 




Adult education in Turkey has been an important issue since the foundation of the 
Republic of Turkey. In the early days of the Republic, adult education was regarded 
as the most important means not only to eliminate widespread ignorance, poverty, 
and illiteracy but also to introduce the ideals and values of the Republic to the public 
and develop the country (Miser, Ural, and Ünlühisarcıklı, 2013). As there was a 
common perception that informal education played a key role in development; it 
was considered as almost equally important as formal education (Miser et al., Ibid.). 
Thus, teachers and their associations worked to enlighten people in cities and coun-
tries by talking to them about social change and teaching literacy until 1928 (Akyüz, 
2010). After 1928 various institutions were founded aimed at educating adult people; 
Nation Schools in 1928, Vocational Evening Schools for Men in 1928, Vocational 
Evening Schools for Women in 1929, Public Reading Rooms in 1930, People's 
Houses in 1932, Training of Trainers in 1936, Village Courses in 1939, Village Insti-
tutes in 1940, Evening Schools in 1942, Public Courses and Classrooms in 1953, 
and Community Development Studies in 1961 (Miser et al., Ibid.). In addition to the 
schools and courses, state radio and television has offered a variety of educational 
programs specifically to contribute public education (Akyüz, 2010). 
Today, adult education in Turkey is delivered by a number of diverse institutions 
and organizations. These institutions and organizations are the Ministry of Educa-
tion and subsidiaries including university, municipality, confederation/ trade union, 
foundations and associations (Turkish Statistical Institute, 2014). The total number 
of education/training courses provided by these institutions in 2013 was 72,321 in 
total, and 3,294,418 people have attended these courses (Turkish Statistical Institute, 
2014). In the Turkey Statistical Agency report it stated that 65,1% of these courses 
were organized by ministry and subsidiary, 21,9% were organized by municipalities, 
7,3% were held by foundations and associations, and other institutions organized 
5,6% of them. In the report it also suggested that social studies, professions and law 
were the most common areas of education with the 27.8 percent.  
In the report published by Ministry of Education, institutions that organize cour-
ses for adults are classified as following; Public Education Center (Halk Eğitim Mer-
kezi), Practical Art School for Girls (Pratik Kız Sanat Okulu), Ministry of National 
Education Distance Education Centres (MEB Uzaktan Eğitim Kurumları) and Pri-
vate Education Institutions (Yayla, 2009). Among those the most common adult 
education institution is the Public Education Centres, which have 935 centres in 
total (Yayla, 2009).  
Universities have a significant role among institutions involved in adult education 
in Turkey. Distance education is one of the biggest opportunities for adult educa-
tion that is provided by universities. The first attempt at distance education in Tur-
key was the foundation of Teaching via Post Centre (Mektupla Öğretim Merkezi), in 
1960 (Özer, 1989). This Centre provided 8 to 24-month-duration training for eleven 
professional and technical fields. In 1974, the Centre gained the function of provi-
ding higher education. As a result of problems relating to organizational structures, 
this Centre stopped training in 1974 (Özer, 1989). Because of the intense need for 
education, distance education was restarted under a different organizational struc-
ture. Thus, the Informal Higher Education Institution (Yaygın Yüksek Öğretim 
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Kurumu-YAYKUR) was established by Ministry of National Education in 1975 
(Özer, 1989). This institution provided higher education thus solving the problem of 
people who wanted to go on higher education but could not enter the universities. 
About 85 thousand people registered on the teaching training programs of 
YAYKUR in 1975-1976. However, due to problems it stopped training and was 
closed in 1978-1979 (Özer, 1989). In 1981, universities had the right to deliver 
distance education and later in 1982 this role was given to Anadolu University which 
had the scientific knowledge, academic experience, qualified human resources and 
technical and technological basis that conformed to international standards (Ana-
dolu University, 2015). In 2010, Istanbul University and Atatürk University founded 
distance education faculties. Today, Anadolu University has the largest student 
population, with approximately 1.4 million students in distance education with 
around 2.2 million graduates. It provides eleven undergraduate and thirty upper 
secondary programs not only for people in Turkey but also for Turkish people who 
live abroad (Anadolu University, 2015).  
Continuing Education Centres (CEC) of universities are another important 
element of adult education in Turkey. Founded under The Law of Higher Educa-
tion No.2547 Article 7, Continuing Education Centres are organizations that aim to 
fulfil the lifelong education needs of adults by sharing the contemporary knowledge 
and experience of the universities with adult learners. The first CEC was founded 
within Middle East Technical University in 1991 and from 2000 the establishment 
of other CECs increased rapidly (Kılıklı, 2008). There are 184 universities in Turkey 
and 98 have CECs. CECs were gathered under the organisational umbrella of the 
Turkish Universities Continuing Education Centres Council (TUCEC), founded in 
2011. The aim of this council was to let CECs become institutions that deliver more 
extensive, active, and qualified education and to enhance their collaboration with 
national and international institutions as well as providing more qualified educa-
tional services. CECs design and implement their programs by considering the 
demands and needs of adults. This is usually to gain a profession, increase their 
professional competences, acquire new professional skills, or cater for their personal 
development needs through CEC programs (Bulut, 2009).  
One of the other main institutions providing training and courses for adults to 
provide professional and occupational opportunities is Turkey Employment Agency 
(Türkiye İş Kurumu-İŞKUR). This agency is an intermediary between people see-
king employment and enterprises seeking employees. In addition to its task of 
helping people find work; the agency also provides courses for people to allow them 
obtain a professional qualification. 
Finland 
The Finnish education system is built on the principles of lifelong learning and free 
education. The key words in Finnish education policy are quality, efficiency, equity 
and internationalisation. The system is characterized by a high degree of permeabi-
lity between general and vocational sectors. A tripartite partnership among Govern-
ment, trade unions and employer organisations is an integral part of policymaking. 
Participation and consultation of a wide range of different stakeholders play a 
central role in educational reform. The main objectives and broad lines of the policy 
are defined at central level, but the implementation of these is devolved to the local 
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level. The main steering document in Finnish education policy is the Government’s 
Development Plan for Education and Research (Finnish National Board of 
Education). 
Upper secondary education and training 
After compulsory basic education school-leavers opt for general or vocational upper 
secondary education. Both forms usually take three years and give eligibility for 
higher education. Vocational education and training is popular in Finland, more 
than 40 per cent of the relevant age group starts vocational upper secondary studies 
immediately after basic education. The most popular fields are technology, commu-
nications, transport, social services, health and sports. However, due to the modular 
structure of upper secondary education, students may combine studies from both 




The selection of students for upper secondary school is based on their grade point 
average for the theoretical subjects in the basic education certificate. Entrance and 
aptitude tests may also be used, and students may be awarded points for hobbies 
and other relevant activities. Vocational qualifications can be completed in upper 
secondary VET, apprenticeship training or as competence-based qualifications. The 
majority of young learners complete their upper secondary vocational qualifications 
at vocational institutions. One of the main assessment methods there is the voca-
tional skills demonstrations. Competence-based qualifications are usually completed 
by adults (Finnish National Board of Education, undated). 
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General upper secondary education ends with a national matriculation exami-
nation, which comprises four compulsory tests: mother tongue and, according to 
each candidate’s choice, three of the following: the second national language, a 
foreign language, mathematics or one subject in general studies, such as humanities 
and natural sciences. Students may also include optional tests. The funding for 
upper secondary education and vocational education and training is based on the 
number of students reported by the school as well as on the unit prices set by the 
Ministry of Education and Culture. 
Higher/Tertiary Education 
The Finnish higher education system has a dual structure and consists of: 
1. 14 Universities providing academic education based on research. All 14 uni-
versities offer Bachelor’s, Master's, Licentiate and Doctoral degrees (3 + 2 + 
4 years), and  
2. 24 Universities of Applied Sciences (polytechnics) providing vocational edu-
cation on a higher level and promoting applied research. Polytechnics confer 
Bachelor’s (from 3.5 up to 4 years) and Master’s (1 – 1.5 years) degrees. A 
student is eligible for polytechnic/UAS Master’s level studies after accom-
plishing a Bachelor’s degree, and having acquired at least three years of rele-
vant work experience after that. 
Finnish universities are independent corporations under public law; or, foundations 
under private law. The Ministry of Education and Culture set operational and 
qualitative targets for each university, defines how these targets are monitored and 
evaluated; and determines the resources required every three years. Universities 
receive funding from the state but they are also expected to develop external 
funding streams. 
The Czech Republic 
In the Czech Republic,  school attendance is compulsory for nine years (usually 
from the ages of 6 to 15). Compulsory education includes Primary and Secondary 
education. All pupils start in a comprehensive single structure institution called 
základní škola, during the second stage it is possible to proceed to secondary school 
providing general education (gymnázium) or to eight-year dance conservatoire. 
Upper secondary education in the Czech Republic include three different types: 
1. Secondary education completed with examination (ISCED 3A), that means: 
– Upper secondary general education at gymnázium secondary school  
(4 years), 
– Upper secondary technical education at secondary school (4 years), or 
– Art education at conservatoire (4 years) 
2. Secondary education leading to apprenticeship certificate (ISCED 3C) 
– Upper secondary vocational education at secondary school (2/3 years) 
3. Secondary education (ISCED 2C/3C) 
– Upper secondary general and vocational education at secondary school  
(1-2 years) 
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Post-secondary education include two types: 
- Post-secondary education completed by examination (ISCED 4A) 
- Post-secondary education leading to apprenticeship certificate (ISCED 4C) 
The tertiary education sphere is governed by two laws: 
- Act on Higher Education Institutions (the Higher Education Act) 
- Act on pre-primary, primary, secondary, tertiary professional and other 
education (Education Act), which has one section dealing with higher 
professional education. 
Since 2001 the three cycle structure has strictly been implemented in higher 
education: 
- Bachelor's study programme (ISCED 5A); 
- Master's study programme (ISCED 5A); 
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In the past twenty years, the Czech tertiary system of education has undergone 
fundamental changes and dynamic development. At the present time higher 
education is provided at a total of 26 public (two of which are of non-university 
type, concretely Vysoká skola v Ceskych Budejovicích and Vysoká skola Poly-
technická Jihlava) and two state schools. 90 % of students are studying at public and 
state educational institutions. In 1998 The Higher Education Act defined:  
»the roles and responsibilities of the state administration and of the higher education 
institutions, their financing and management, studies, types of studies and their 
processing, the rights and responsibilities of students, the position and employment 
relations of academic staff.«8.  
This act also permitted the establishment of private higher educational institutions. 
There are now 45 private higher educational institutions in the Czech Republic, 
almost all of them are non-university education (three of them are university type). 
In the Czech Republic there are also Tertiary professional schools (Vyssí odborná 
skola) which deliver non-university higher education, and art education (Kon-
zervatos). Higher education (Vysoká skola) has a long-standing tradition in the pre-
sent Czech Republic, in comparison tertiary professional schools (Vyssí odborná 
skola) represent a new type of school, which were founded in 1992. 
Tab.	3:	Higher	education	institutions	in	the	Czech	Republic	


















In the Czech Republic prior to 1989 cooperation between schools and companies 
(all of them state owned) was strictly planned. The capacity of schools and work 
based interns was established according to the plan of production. Companies were 
controlled by national directives and they had a guaranteed sale even if they were 
not innovative. This had an impact on cooperation between the schools and com-
panies. Interns were very often approached formally and the effectiveness of the 
cooperation for the companies was not a priority. 
After 1989 the number of university students rapidly increased from 110,091 in 
1989 to 327,495 in 2014. Three times more students (peak 2009) compared to the 
                                              
8 https://webgate.ec.europa.eu/fpfis/mwikis/eurydice/index.php/Czech-
Republic:Fundamental_Principles_and_National_Policies  
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period before 1989 and structural changes brought many new opportunities to the 
labour market which was suffering from a lack of professionals until 2010. 
The development of a new tertiary sector had absorbed many employees from 
the industrial sector which was a national priority before 1989. Beside migration 
from the secondary to tertiary sector, university graduates were taking over positions 
in middle and top management.  
The first ten years after the revolution were marked by a lack of brigade work for 
students but at the end of the millennium, qualified part time jobs for students grew 
rapidly. Students were not dependent on the universities for getting their first 
professional internships. During the economic crisis the situation changed: wages 
for new graduates dropped and many companies had to reduce staff. For many 
students getting a proper and effective internship provided by the university became 
the only opportunity to achieve initial job experience. 
The increasing number of university students was supported by the establishment 
of private universities. Those universities are often part of the discussion concerning 
the quality of adult education. This discussion ignores the fact that those universities 
focus on cooperation with enterprises and their alumni often achieve a higher 




Generally Czech schools lack know-how and experience for systematic collabo-
ration with external enterprises. Therefore the National Office for Education orga-
nized a project: Pospolu (Together) which aimed to develop: closer cooperation bet-
ween vocational schools and business enterprises and designs and tests an optimal 
system of cooperation between these partners.9. This is part of national policy 
                                              
9 http://www.cedefop.europa.eu/pl/news-and-press/news/czech-republic-project-pospolu-together-
fosters-cooperation-between-schools-and 
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toward the popularization of technical education among Czech society.10 This was 
followed up with the Year of Industry and Technological Education 2015 and:  
Measures supporting systemic changes were intensified under the campaign 
umbrella. The most important include signing the national agreement on human 
resources development, eight sectoral agreements for selected industries, and thirteen 
regional sectoral agreements. These agreements should improve cooperation among 
companies, schools and regional administration and also support further use of the 
national register of qualifications and the national register of occupations.11 
National contexts: a summary 
The above, cited from the national reports, mirror a heterogeneous landscape not 
only of educational systems but also of the understanding of the participating 
researchers of educational structures that are relevant for the LETAE project. Some 
national reports like the Finish or German refer to the whole educational system, 
including VET, other like the Czech or UK/Scottish report focus on HE. This 
might be influenced by the engagement of companies in VET; Finland (part of 
labour policies for older persons) and especially Germany (IVET) have strong 
approaches to apprenticeship, whereas in other countries like Spain companies 
expect that public bodies, either VET-schools or universities, deliver well-skilled 
workers – both blue and white collar.  
The economic and political preconditions of participating countries must also be 
taken into account: three of the countries (Germany, Scotland, and Finland) are, 
compared to the others, relatively rich and consequently pressure on educational 
structures is rather low. On the other hand Turkey does still have a certain backlog 
in labour market developments and low educational levels of the population 
(relative to the European mean); the Czech Republic, as all CEE-countries still 
struggles with the consequences of the overthrow of the former socialist regime (for 
example was apprenticeship in state combines an essential part of planned economy 
– maybe the idea to disestablish apprenticeship together with planned economy 
wasn’t the best one); and Spain suffers (beside Greece) most under the current 
economic crisis; going hand in hand with a high youth unemployment ratio many of 
whom have higher education qualifications.  
A first, preliminary, summary can be drawn: Educational systems, all over the 
world, are in a constant process of adaption and modernisation due to economic 
pressure and as they seek to compete in the ‘global knowledge economy’ although 
as we suggest later, the policy rhetoric does not always match the reality of the 
labour market. In Scotland, Germany, and Finland this process is characterised by 
incremental developments of existing educational structures, while Turkey still has 
the need to make major changes to and investments in existing structures. The 
Czech Republic still seeks equilibrium for structures as they develop in both public 
and private sectors and Spain reacts with many efforts, partly hectic, to the 
economic crisis – but the Spanish HE system as such is very conservative although 





Andreas Saniter, Muir Houston, Karsten Krüger (Eds.) 
 
 28 
some institutions more than others have developed private enterprises outside of 
mainstream provision.  
The LETAE project focuses on cooperation between universities and 
enterprises; beneficiaries of the programmes analysed should have already worked 
for some years. After working for some years, initial career boundaries like HE-
diploma (or not) or kind of VET-diploma often vanish – so the first aspect of 
interest is whether these barriers are reinforced by TLL programmes by only 
offering access to certain beneficiaries; e.g. by requiring university entrance diplo-
mas. Consequently one important aspect of the analyses of cases is the question, 
whether students must have a university entrance degree – or whether the pro-
gramme is open for non-traditional students. This descriptor will be part of the 
typology developed and described in Chapter 5 of this report.  
3.2 Systems and structures of work based/work related learning in HE 
resp. adult education 
Spain 
The Organic Law of Education12 (2006) of Spain, Chapter IX, Title I is devoted to 
Adult Education. However according to Rodríguez (2008) and the Ministry of 
Education (2009), this is just a continuation of what the LOGSE established, with 
some novel elements related to the evolution of policies directed at continuing 
training and distance education. The law offers a general framework for adult 
training, in which a series of mechanisms have been predicted to favour adult access 
and promotion in secondary education, professional training and higher education. 
The educational provision for Adult Education integrates different initiatives, both 
official and unofficial, for those older than 18 years. It starts with Initial Education 
then to Secondary Education for Adult People (ESPA); and, Education for obtain-
ing the General Upper Secondary Education certificate (Baccalaureate), to allow 
access to vocational upper secondary and higher education. The legislation also in-
cludes disposition for a wide range of informal education. 
On the other hand, Royal Decree 395/2007 regulates the subsystem of professio-
nal training for employment. Its basic objective was to universalise workers, the 
unemployed and firms access to education and training. Specifically, its priorities 
were to favour lifelong training and to provide knowledge and practice adapted to 
the needs of firms and workers; to contribute to the improvement of productivity 
and competitiveness; to improve the employability of workers; and, to ensure that 
the professional skills acquired by the workers were2 appropriately accredited. It 
addressed workers and the unemployed, and among these groups, those that face 
additional difficulties such as the long-term unemployed, women, those older than 
45 years, workers with low qualifications, immigrants and disabled people, and small 
and medium enterprises workers were given priority.  
Adult education at universities is regulated by different laws and royal decrees. 
For instance, the Organic Law of Universities13 (2001) and the later modification 
                                              
12 Ley Orgánica de Educación. 
13 Ley Orgánica de Universidades, LOU. 
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Organic Law of Modification of the LOU14 (2007) points out in its preamble that 
society demands lifelong continuing training. Article 1 develops the diffusion of 
knowledge and culture by means of university extension courses and lifelong 
learning. Article 2 is devoted to the elaboration of study and research plans and 
specific lifelong education and training. Article 36 refers to the validation of the 
labour or professional experience. The twentieth legal requirement contemplates the 
Registry of Universities, Centres and Degrees (RUCT).  
But it is the Royal Decree 1393/2007 of October 29 on the Regulation of the 
Official University Education which deepens the definition and expression of 
university autonomy asking for higher education institutions to create and propose, 
in accordance with the legislation, the programs and certificates that must be 
offered. It adopts a series of measures that, besides being compatible with the Euro-
pean Higher Education Area (EHEA), makes the organization of education and 
training more flexible, promoting curricular diversification and allowing universities 
to take advantage of their innovation capacity.  
The objectives with respect of continuing education and training are: 
- To offer quality training and their corresponding accreditation systems. 
- To fulfil social needs with respect to personal enrichment and new labour 
perspectives. 
- To involve universities in the design strategies of continuing education and 
training as a basic function. 
- To take advantage of ICT to widen educational methodologies, favouring 
training together with the labour activity and family life. 
- To promote access to training to people with diverse skills levels and learning 
backgrounds, and improve the collaboration universities with associations, 
social agents and other partners linked to the local productive system in 
specific training projects. 
- To elaborate official guidelines to foster this type of training facilitating 
interuniversity agreements. 
- To elaborate a normative framework that provides regulation (respecting the 
autonomy of the universities) and that facilitates the recognition of this type 
of training outlining the approaches and minimum requirements that the 
RUCT registry should keep in mind. 
The process should develop in a gradual way with regard to access and duration of 
the programs and would require the following agreements: 
1. Within continuing education and training it is necessary to differentiate the 
consolidated and well known programs currently offered as masters, expert, 
specialist and postgraduate diplomas. This agreement proposes that:  
– Master degrees have a length of 60 credits or more. Access needs a 
previous university degree, issued by the Rector and a centralised Registry. 
Moreover, curricula should be clearly defined, assessment in ECTS system 
and a final paper to obtain this degree. 
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– Certificates of 30 credits or more will be named »specialisation diplomas« 
and they will refer to the current postgraduate diploma, expert or specialist 
certificates. These courses should comply with the same criteria than the 
masters, being advisable but not compulsory issuing a final document to 
obtain the certificate.  
– Moreover, the Universities will be able to offer other types of certificates 
or degrees. It is proposed to use unified denominations, although the 
length can be much more flexible. Thus, for courses that requires previous 
university degree, to differentiate among those with duration of up to 15 
credits and those between 15 and 30 credits. For the latter, it is proposed 
to use the term »expert degree« and to consider »certificates« the former. 
For courses that don't require a previous university degree and with more 
than 30 credits, the denomination »diploma of university extension« will be 
used and for those with less than 30 credits »certificate of university 
extension«. For different types of continuing education and training, 
degrees as such should not be contemplated but certificates whose 
denomination can be decided by each University without using the 
previous labels to avoid confusion. In any case, the new denominations 
should contemplate a clear differentiation for the different titles, diplomas 
and certificates. 
2. Obtaining an unofficial graduate degree will require, through the 
corresponding evaluation process, the academic activities that correspond to 
the degree; for example is attendance the only criteria for obtaining the 
degree? Each degree provide a transcript of all activities that configure the 
study program, with detail of ++courses, credits and activities that the 
program includes; this annex will also indicate the previous degree or 
requirements. 
3. The recognition of credits from unofficial graduate degrees among 
Universities. This recognition can be at different levels: 
– Total or partial recognition of master and specialization diploma not 
registered in the RUCT but that fulfil the denomination, extension, 
evaluation, paper, etc. criteria.  
– Recognised credits from masters and specialisation diplomas can serve to 
complete studies or to continue them in other universities. 
– Recognition, by means of bilateral agreements and according to the norms 
of each University, of the rest of credits studied in the other types of 
unofficial programs of each University.  
Germany 
Work based or work related learning as a truly integrated element in Education and 
Training was in Germany part of the Berufsausbildung mit Abitur (BmA = VET 
certificate in combination with the Abitur) in the former GDR. Due to its political 
structure based on socialist principles (rooted in the philosophy of German Marx-
ism), the GDR rejected the »bourgeois« notion of education – particularly the no-
tion held by some that education should necessarily be non-utilitarian, i.e. non-job-
related. The very name of the GDR’s general school type at the lower secondary 
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level, »Higher Polytechnic School« Polytechnische Oberschule, POS), indicates that 
this type of school took the combination of general education and vocational edu-
cation very seriously. The concept of this school type resembles those polytechnic 
educational institutions in France that go back to the days of the Napoleonic re-
forms. In these types of schools, higher education is not defined by the way it diffe-
rentiates itself from the learning that goes on in the world of work; on the contrary, 
higher education is intended to be acquired explicitly within the context of a specific 
occupational field, such, as for instance, technology or economics.  
After reunification of Germany, BmA was disbanded, and no adequate replace-
ment for this school type was provided. Whereas Eastern Germans voiced no 
strong objections to the fact that West German school structures were enforced on 
them, completely eradicating 40 years of East German educational structuring, they 
did regard (and objected to) the abolition of the BmA as a great loss.  
Keeping this situation in mind, it becomes clear that education policy makers in 
the new states (who wanted to save a dual-qualifying educational path) had only one 
political alternative left: instead of offering university access together with vocational 
training, they had no other choice than to turn to the idea of combining vocational 
training with access to the »Fachhochschule« (University of applied sciences, FHS; 
FHR= Certificate of FH entrance), i.e. an institute of higher education (tertiary 
stage; a kind of Polytechnic School) that combines academic studies with work 
experience. In this, the Fachhochschule differs from a »Hochschule« (university), an 
exclusively academic institution, which requires a university entrance certificate 
awarded by the Gymnasium or Berufsoberschule (BOS). Fachhochschulreife 
(certification to pursue studies at the Fachhochschule, FHS) is based on a KMK 
agreement and can relatively easily be combined with vocational training, given a 
degree of effort directed at resolving certain organizational and curricular problems.  
In principle the construction of Fachhochschulreife can be seen as Germany's 
best practice in bringing HE and work related learning together:  
Term »FHR« is somewhat confusing since it is sometimes misunderstood as 
awarding access to the study of once specific subject (»Fach«) only. But actually, the 
FHR is an FHS entrance certificate that permits a student to pursue any course of 
study offered at a FHS. For example, a student who has attended the technological 
set of courses at a Fachoberschule15 can, of course, study electrical engineering, but 
could just as well study sociology. Studying at a FHS is not less academic than 
studying at a university. The only main difference between these two institutions of 
higher education is that there are no post-graduate courses offered at FHS; and, 
research is generally not an FHS focus. Another difference was (pre-Bologna) the 
shorter duration of study at FHS. 
Universities of applied sciences (FHS) are a special feature of the German 
university system. Distinctive features of those universities are their emphasis on 
practical relevance, their small group size and exams which are integrated into the 
studies, as well as study programs which are highly structured, planned and job-
related. Universities of applied sciences offer application-oriented study courses 
mainly in Engineering, Economics, Social Work, Public and Legal Administration 
and Health and Therapy – so they are closer to »the world of work« than traditional 
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universities; e.g. they include more internships in their curricula, either voluntarily or 
due to national or transnational regulations, as in the case of »ship management« 
(Tab. 4: Modules of »ship management«) offered by Bremen University of applied 
sciences. 
Tab.	4:	Modules	of	»ship	management«	































































Internships are a mandatory part of licences at the operational level of the Inter-
national Maritime Organisation’s (IMO) International Convention on Standards of 
Training, Certification and Watch keeping for Seafarers (STCW). 
UK/Scotland 
Specifically in relation to adult learning in higher education, the UK has a long 
tradition which dates back to the university extension programmes of Cambridge 
University which began in 1873 and which developed over the next hundred years 
into a tradition of Liberal Adult Education delivered both on-campus and off-site 
and which often had as drivers issues of social justice and individual empowerment. 
»Universities created links with movements concerned with political and social 
change, such as the Workers Educational Association (WEA), the Independent 
Labour Party and the Co-operative Party, and created Extra- Mural Departments and 
later Departments of Continuing Education or Adult Education to co-ordinate LAE 
work.« (Osborne and Houston, 2012: pp.115-116) 
This provision was very much geared towards access for adults who had been 
denied opportunities for whatever reasons to access higher education and the prin-
cipal shift in the 1990s was to a much broader conception of widening participation 
and alongside a shift from widening participation and access among adults to an 
approach with far more emphasis on young people from under-represented groups 
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and aspiration raising and interventions increasingly focused at the level of the 
school and in England this was delivered through its Aim Higher programme which 
was funded from 2004 to 2011. 
In relation to the provision of work-based or work-related learning in higher edu-
cation there is also a long tradition. However, as we shall see, there is little measure-
ment and no requirement to collect or publish data on the scope and scale of work-
based or work-related learning in the UK. As autonomous institutions, universities 
have freedom to design and offer programmes of their own choosing depending on 
the expected demand. 
There are of course subjects like Nursing and Teaching, Medicine and Dentistry 
where numbers are controlled by funding regulations; and it could well be argued 
that these also offer what might be seen as work-based and work-related learning. 
Whilst this is undoubtedly true, the focus here is on broader conceptions of work-
based and -related learning and as noted, at the level of collaboration and partner-
ship between external stakeholders and institutions of higher education in the pro-
vision of WBL programmes. 
Work-based and work-related learning in higher education for adult learners is 
seen as crucial to address the predicted labour market skills gap identified in such 
communiques as: New Skills for New Jobs Anticipating and matching labour market and 
skills needs; and, An Agenda for new skills and jobs: A European contribution towards full 
employment as part of the Europe 2020 strategy. It is also relevant to debates on work-
related learning and upskilling that were identified in the Leitch Report produced in 
the UK and which as we shall see has influenced various funding initiatives in both 
England and Scotland. 
With reference to Scotland, a strategy was developed specifically in order to pro-
vide an integrated service as envisaged as part of policy in relation to economic stra-
tegy and in particular as envisaged in Skills For Scotland: A Lifelong Learning Skills 
Strategy for Scotland (2007).16 Skills Development Scotland (SDS)17 was created in 
2008 by merging a number of agencies involved in careers, skills and training at 
regional and national levels including Careers Scotland, the Scottish University for 
Industry, and the skills and learning functions of Scottish Enterprise and Highlands 
and Islands Enterprise. 
This is in contrast to England for example where adult guidance and support is 
separate from statutory provision to school leavers and the young18 with individual 
schools having the responsibility for careers provision for their pupils and as such 
according to Hughes19 does not have the integration across levels and sector which 
the more consistently lifelong learning nature of the model of advice, support and 
information that Scotland offers.  
Turkey 
The Turkish Basic Law of National Education No.1739, Issued in 1973, sets the 
general structure of the national education system, which also determines the 
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19 See footnote 11. 
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functions and scope of adult education (Miser et al, 2013). The Organization and 
Duties of Ministry of National Education Law (1983), No.3797 defined the 
institutions responsible for informal education including adult education and stated 
their duties. Along with other laws regulating informal education in Turkey, the 
constitution enacted in 1982 is probably the most important law regarding adult 
education. According to Article No. 42, educational rights of people were 
guaranteed by stating »no one can be deprived of educational rights«. Thus; adult 
education in Turkey is a right for individuals and a responsibility for the state. The 
government attempts to implement this responsibility by opening informal educa-
tion institutions, preparing professional and general programs; or organizing courses 
in cooperation with public or private institutions for adults at all ages.20 Another 
important regulation for adult education, Vocational Education Law, No. 3308, was 
enacted on June 5, 1986.  
In December 13, 2004, a circular, No. 5275, was prepared to define the proce-
dures and principles related to improvement and training operations that will be 
applied to young and adult convicts and prisoners in penal institutions, to ease 
implementation of legislation and to troubleshoot problems in practice.21 In April 7, 
2004, another regulation regarding Occupational Health and Safety Trainings was 
released.22 One of the very recent and important regulations is Informal Education 
Institutions Regulation, which is directly related to adult education. This regulation, 
released by Ministry of National Education in May 21, 2010, aims at regulating 
procedures and principles on the administration, education, production, guidance 
and supervision of courses that are developed in cooperation with public education 
centres outside the statute of other institutions’ legislation. Legislation was enacted 
on June 2011 that was related to Implementation of Public Education Activities. 
The regulation regarding Professional Development of Employees who works at 
dangerous workplaces was published in July 13, 2013. Ministry of National Educa-
tion Lifelong Learning General Directorate released the legislation of Supporting 
Formal and Informal Education and Training Courses in September 23, 2014. 
In addition, employers who have twelve or more employees have to provide pro-
fessional training for their employees or help with their professional development; 
and, it is compulsory for institutions having fifty and more employees to organize 
courses at the work place or enable their employees to attend courses for their 
professional development (Yayla, 2009).  
Finland 
In addition to higher education degree studies available for traditional students, Fin-
land has a long history of participation and promotion of adult education. The main 
objectives of adult education policy are ensuring the availability and competence of 
the labour force, providing educational opportunities for the entire adult population, 
and strengthening social cohesion and equity. The objectives should support efforts 
to extend working life, raise the employment rate, improve productivity, implement 
the conditions for lifelong learning and enhance multiculturalism. Educational 
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21 http://www.adalet.gov.tr/  
22 www.resmigazete.gov.tr  
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institutions organize education and training intended for adults at all levels of edu-
cation. Efforts have been made to make the provision as flexible as possible in order 
to enable adults to study alongside work (Ministry of Education and Culture, 
undated). 
Adult education comprises education and training leading to a degree or certi-
ficate and liberal adult education and staff-development training provided or pur-
chased by employers as well as labour market training; which is mainly targeted at 
unemployed people. Liberal adult education offers non-formal studies and promotes 
personal growth, health and well-being by offering courses relating to citizenship 
skills and society; and, in different crafts and subjects on a recreational basis. In 
both general and vocational education, there are also separate educational institu-
tions for adults. In vocational training competence-based qualifications are speci-
fically intended for adults. In higher education adults can study in separate adult 
education programmes offered by polytechnics (Finnish Education in a nutshell, 
2013.) 
Adult education is provided in about 800 institutions including, among others: 
- universities and polytechnics, 
- public and private vocational institutions, 
- adult education centres and summer universities, 
- adult upper secondary schools, study centres, sports institutes and music 
institutes. 
In Finnish HEIs, continuing education for the working sector is perceived as an im-
portant aspect of the university’s 3rd mission and part of university profiling. Accor-
ding to the working group of the Ministry of Education’s Committee on University 
Lifelong Learning, the role of university continuing education is to meet the con-
tinuously changing developmental needs of the academically educated. 
A number of incentives have been created at the national level for universities to 
be actively engaged in provision of Lifelong learning. Hence, from the late 1990’s 
the Ministry of Education has rewarded universities by a three year period nomi-
nation of a University of Excellence in Adult Education. Then universities were 
ordered to develop a LLL strategy by the end of 2006. The Ministry also finances 
development projects for new approaches in university continuing education acti-
vities. Currently, the internationalisation of university continuing education is being 
promoted, usually, via project and network partnerships and the export of educa-
tional services. 
Universities and polytechnics have the freedom, within the framework of the 
legislation, to autonomously decide on the ways of organizing adult education. In 
HEIs, the adult learners have a choice of 1) taking a regular degree program (free of 
charge), 2) following a shorter non degree course/program (professional speciali-
zation studies with a scope of 30-60 ECTS credits), usually coordinated by Continu-
ing education centres; or 3) taking up separate fee-charging modules/courses in 
Open Universities/Polytechnics. The latter often entail a lot of independent dis-
tance studies and web learning (CIMO). 
In 2009 an OECD review of tertiary education in Finland a number of short-
comings were noted with relation to tertiary lifelong learning. First, it was not clear 
whether the lifelong learning offerings of tertiary institutions in Finland were ade-
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quately transparent, institutionalised or developed, or whether the supply of lifelong 
study opportunities is insufficient to meet current demand. Second, it was evident 
that the needs of adult learners were not a prime focus of HEIs. At that time, the 
strategies or plans for promoting lifelong learning were just being developed. Third, 
there was a challenge of financial sustainability and the unwillingness of customers 
to pay (OECD, 2009). 
Against this background, the main proposals for reforms in adult education were 
developed in the summer of 2009 and include »strengthening learning in working 
life, recognizing skills that have been acquired in different ways, facilitating 
opportunities to combine studies in a flexible way, making information, guidance 
and counselling services more effective in order to improve the relevance of adult 
education, increasing study opportunities for the population groups that are least 
represented in adult education, clarifying the benefit systems available for adult 
education, and expanding the funding base«. (Ministry of Education and Culture, 
undated) 
The Development Plan of Education and Research 2011-2016 sets the following 
aims for adult education and training: 
»Finns are active adult learners. According to the comprehensive Labour Force 
Survey of the European Union, 23 per cent of Finns aged between 25 and 64 had 
participated in education or training during the preceding four weeks in 2010. The 
aim for 2016 is that 27 per cent of the 25-to-64-year-olds will have participated in 
adult education and training during the preceding four weeks, 60 per cent of the 18-
to- 64-year-olds during the preceding 12 months and 80 per cent during the 
preceding years. The aim is that no section of the adult population will be 
permanently outside adult education and training«. (Eurypedia, undated) 
Czech Republic  
Legally, the highest executive organ responsible for the educational system in the 
Czech Republic is the Ministry of Education, Youth and Sports (MEYS) (the 
ministry is also responsible for Science). Tertiary Lifelong Learning (TLL) is recog-
nized as a distinctive form of tertiary education since 2004 by the Education Act 
(No. 561/2004). TLL is also regulated by the Tertiary Education Act (No. 
111/1998). Another legal document with important impact on adult learning is the 
Act on Verification and Recognition of Further Education Outcomes (No. 
179/2006), which enables adult learners to obtain full certificate of qualification 
acquired through training and/or practise without having to go to school.23 There 
are some more legislative norms connected to tertiary education and TLL as well. 
The MEYS also created a strategic document toward Lifelong Learning in the Czech 
Republic, which is available in English as well.24  
The Velvet Revolution in 1989 resulted in profound changes to the Czech 
political and economic landscape. This also influenced education. Private colleges 
began to appear and provide competition to the traditional public colleges and uni-
versities. Several new public colleges and universities were founded. Today, there are 
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 Ibid. p. 6. 
24
 See The Strategy of Lifelong Learning in the CR, available online: 
http://www.msmt.cz/uploads/Zalezitosti_EU/strategie_2007_EN_web_jednostrany.pdf (11. 2. 2013). 
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26 of them in the Czech Republic, compared to 44 private institutions.25 However, 
public universities educate about 85 % of tertiary students.26 
Students can choose among three forms of regular study programmes: traditional 
face to face; distance learning or blended learning forms. The degree achieved in 
each form is equal, but not all programmes are offered in all forms. By law, regular 
higher education at public and state schools is free of charge for citizens of all 
nationalities. This rule has the following exceptions: fees for administration of 
admission proceedings; fees for extending the duration of study beyond a set limit; 
fees for the study of an additional programme; fees for study in a foreign language. 
However, within its educational activities, colleges and universities can offer pro-
grammes of Lifelong Learning (LLL) outside the framework of regular study pro-
grammes and they can charge for the LLL programmes. The programmes can be 
job-oriented (e.g. further education of pedagogical staff) or interest-oriented (e.g. 
the University of Third Age). Participants of LLL are not students as defined by the 
Tertiary Education Act, however, credits gained within LLL programmes can be 
transferred to regular study programmes with some restrictions. There are also some 
non-school organizations (firms, institutions, state organs) which provide education 
for their employees or for other organizations or individuals. Providers of non-
school education can be both commercial and non-profit (professional organiza-
tions, foundations, churches and others). 
Private institutions are generally considered more receptive to the market 
demand and offer education as a means of succeeding in the labour market. This 
was also confirmed in the interviews conducted with experts on TLL. Public 
institutions mostly refuse the market optic and see themselves as guardians of 
traditional education with other goals than satisfying the needs of the labour market. 
This also seems to be reflected in their LLL policies to some extent. 
Whereas private colleges seem more open to offering programmes for pro-
fessionals with special demands, public institutions took their time before opening 
programmes for the public as it follows from an interview with one of the 
institution representatives from a major Czech public university. She says LLL 
programmes for working professionals have become supported by the management 
of her institution only recently and are still only supplementary and only opened 
when they are well in line with what is done at the university. In other words, public 
universities may have difficulties to reconcile their traditional academic values and 
mission with the market oriented demands of working adult learners and their 
employers. One way to go might be opening a firm owned by the university but 
kept separate from it and managed as a company venturing in market-oriented 
lifelong learning. This is accomplished by some universities in the western European 
countries, but is not yet so much the case at Czech universities, which rather let 
existing units (faculties or departments) organize their LLL programmes and only 
create smaller administrative units to provide an umbrella for LLL programmes. 
Since the accession of the Czech Republic to the European Union in 2004, there 
have been new opportunities for adult education as many projects supported by the 
EU focus on this area. This is important to better assess the context of TLL in the 
Czech Republic. Specifically, there was Operational Programme for Human 
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Resources Development (2004-2006) and the Operational Programme Education 
for Competitiveness (2007-2013). These programs were provided by the MYES. 
Furthermore, the Operational Programme Human Resources and Employment 
(2007-2013) provided by Ministry of Labour and Public Affairs also contains 
education programmes for adults. Some of the projects within the Operational 
Programmes mentioned in this paragraph are realised by universities or with 
universities as partners. 
Actually it is not part of government policy to regulate cooperation between 
school and universities. Ministry of Labour and Social Affairs set up a Fund for edu-
cation which offers since February 2014 paid internship for graduates in companies. 
Paid duration is 300 hours in three months. But the amount of the internships is 
limited. National priorities are aimed more at people endangered in the labour 
market by disability, age or being a member of a minority. 
National strategies: a summary 
Most participating countries – apart from the Czech Republic – have strategies in 
terms of policies, recommendations, and/or even laws on the development and im-
provement of adult education; and for cooperation between universities and enter-
prises. But in most cases (some mandatory programmes with recognition of Lear-
ning Outcomes (LO) from internships do exist, (e.g. dual studies or the seafarers’ 
programme sketched above) higher education institutions are not obliged to follow 
those strategies; implementing such approaches is voluntarily and the statement 
from the UK/Scottish report that »as autonomous institutions, universities have 
freedom to design and offer programmes of their own choosing depending on the 
expected demand.« can be supplemented by depending also on »human and finan-
cial resources« and is appropriate for all 6 countries. All countries have implemented 
Bologna reforms; including using of ECT-System for crediting LO from »normal« 
(incl. dual studies in Germany) higher education learning – whether LO from 
»abnormal« learning venues like work-places are recognised is up to the university 
that provides the programme.27 The question remains: is this uncertainty or non-
standardised procedure caused by the qualitative difference of learning venues, 
teaching methods and acquired knowledge: LOs from the world of work might be 
on the same level (in terms of EQF or other frameworks) as classical higher edu-
cation seminars, but they are different; less science-propaedeutic. The resulting 
question is: 
Should programmes that are based on university-enterprise cooperation, be part of 
the normal Bologna with respect to ECTS procedures (in case that they are shorter at 
least leading to some credit-points (CP) that could be recognised in a possible study-
programme later on)?  
No country answers this question clearly, but background information as well as 
cases analysed in detail show a tendency: UK (incl. the possibility of short cycle HE 
(SCHE) like foundation degrees in England or higher national certificates/diplomas 
(HNC/D) in Scotland), Germany (due to the traditionally high relevance of diplo-
ma), and Czech Republic (cases analysed are more or less internships of regular 
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programmes) try to refer their approaches of enterprise-university cooperation to 
Bologna. On the other hand Finland (due to the specifics of programmes), Turkey 
(due to very short duration of programmes), and Spain (due to financial and partly 
bureaucratic accreditation procedures) offer only certificates, no Bologna master or 
bachelor diploma. 
The question, whether cases analysed offer Bologna-compatible diploma or 
university-own certificates to successful participants will be the second descriptor in 
the typology (cp. chapter 5). 
3.3 Funding 
Spain 
In Spain, non-university official adult education is free and university official adult 
education is subsidised. The cost of non-formal programs depends on the organi-
sing institution and of the course type. Of the total public expenditure in non-uni-
versity education in 2009, 1,1% (equivalent to about 400 million Euros) correspon-
ded to adult education; and, more than 460.000 people were registered, representing 
6,2% of the total of students of non-university education in the academic session 
2008-2009.  
Resources to finance the subsystem of professional training for employment 
come from the share that it collects from the Social Security System (around 85%) 
along with some funds from the European Social Fund and contributions from the 
Public Service of Employment. The budget for the whole system was around 2.500 
million Euros in 2010. Here, the resources of the share for professional training 
refer specifically to the volume of revenues resulting from applying a tax of 0,7% on 
the base rate for common contingencies that firms and workers contribute to Social 
Security. Of that global tax, 0,6% corresponds to firms and the remaining 0,1% to 
the worker. Approximately 60% of the total funds are dedicated to workers’ training 
(1,545 million Euros in 2010) and 40% to the unemployed. The Labour Ministry 
decides how it is distributed among different administration bodies and training 
initiatives.  
Firms that carry out tailored training will be able to benefit from some discounts 
in their contributions to the Social Security. This allowance is variable according to 
the size of the company. An allowance of 100% is foreseen for firms from six to 
nine workers, of 75% for those of 10 to 49 workers, of 60% for those that have 
between 50 and 249 employees and of 50% for those of 250 and more. For firms 
with a salary earner stratum between one and five a credit of annual allowance of 
420 Euros is granted.  





	 2010	 2011	 2012	 2013	 2014	 2015	
Financial	 Resources	 used	
(in	Million	€)	
516,09	 560,92	 592,13	 608,23	 588,06	 551,29	







The major part of these funds are managed by »Fundación Estatal para la Formación 
en el Empleo« (State Foundation for the training of employees) also called tripartite 
foundation. This foundation provided allowances of 439,2 million Euros in 2015, 
although this indicated a decrease from 2013, the participants came from more the 
439 thousand enterprises. The number of qualifying enterprises also decreased in the 
same period, reverting the tendency of growth in the previous years (see Tab.	5).  
The respective training actions have covered more than 3.5 million participants; 
with a considerable increase in the number of participants through the years. In 
2015, 36% of the participants have at least secondary studies or higher VET and 
around 30,5% of the participants on some kind of university studies. 
Tab.	6:	Participants	by	education	level	in	Training	in	Enterprise		
founded	through	the	Tripartite	Foundation	
	 2010	 2011	 2012	 2013	 2014	 2015	
Without	studies	 2,1%	 2,2%	 2,7%	 2,0%	 2,6%	 3,1%	
Primary	studies		
or	similar	 30,1%	 30,8%	 29,4%	 30,5%	 30,4%	 28,8%	
Secondary	studies	
(including	VET)	 37,0%	 36,7%	 37,6%	 36,1%	 35,2%	 36,0%	
University	Studies	 29,8%	 29,4%	 29,3%	 30,0%	 29,8%	 30,3%	
others	 0,9%	 0,9%	 1,1%	 1,4%	 2,0%	 1,8%	
TOTAL		





Additionally, in 2015 more than 9.400 individual permits for training were gran-
ted, many of them to follow university studies (more than 44%). From 2010 to 
2013 there has been a substantial increase of these figures, including many 
people without universities studies, so that the share of learners with individual 
permission drops considerably in 2012 and 2013. In 2014 and 2015, the number 
of individual permissions decreased and the share of learners with HE-quali-
fication increased again.  




	 2010	 2011	 2012	 2013	 2014	 2015	
Financial	Resources	
used	 5.502,69	 6.579,80	 16.370,51	 28.450,52	 21.551,06	 15.210,27	
Nº	of	Participantes	 3.335	 4.634	 18.909	 30.226	 13.666	 9.403	
Nº	of	Participantes	





University continuing education and training courses tend to be much more 
demand-oriented than bachelor’s degrees. Since these courses are unofficial (they 
are not considered in the official catalogue) they are not funded with public resour-
ces and therefore they do not offer subsidised fees. Thus, these courses tend to be 
generally self-financed by means of tuition fees. Nevertheless, in practice, univer-
sities usually co-finance some of these courses by means of, for example, the use of 
infrastructure or financing the specific administrative units that manage this type of 
education. In addition, the universities retain a percentage of the revenues of these 
courses (overhead). The availability of university owned programs (master, experts, 
specialists) has shown exponential growth before the economic crisis, from 145 
programs in 1987 to more than 4.500 twenty years later. In parallel, the number of 
students following these courses also increased, representing today almost 10% of 
total students of bachelor degrees.28 In the same way, revenues coming from these 
unofficial training courses, self-financed, grew steadily representing today around 
15% of the revenues raised through first and second cycle education. 
Germany 
The most successful approach of university-business cooperation in Germany, dual 
study models of combining VET profiles and study programmes, are free for stu-
dents. As apprentices, they not only don't have to pay for their training but earn 
money whilst they are learning. Tab.	 8 shows that monthly remuneration of an 







                                              
28 We can take people with bachelor degree as reference as they are one of the main clients of these 
programmes. 
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Beside these happy few (at least regarding financial aspects) in dual study pro-
grammes all other students also profit from state support: Normal study pro-
grammes are also free (if not exceeding nominal number of semesters) and students 
might apply for financial support (up to 735€ if in need) – but this support must be 














10.790	€	 300	€	 27,8	Billion	€	 6,1	Billion	€	
Sources:	Spiegel	(2016),	Bertelsmann	(2015)	
Tab. 9: Funding of HE and Adult education in DE highlights financial support from 
state for higher education and adult education. A direct comparison is not fair 
(many adult education programmes are rather short and/or co-financed by compa-
nies or other entities); but it becomes quite obvious that public support of adult 
education at universities cannot cover the real costs of programmes; all 3 pro-
grammes analysed in German case studies are co-financed by third parties (partici-
pants, companies, projects). For sure this is a rather negative reason: but the willing-
ness of individuals or companies to pay for a HE course (traditionally free in Ger-
many) might be seen as a descriptor of quality.  
United Kingdom - Scotland 
The issue of the marketization of higher education particularly in relation to student 
funding is an area where divergence in policy between the devolved constituencies 
of the UK is perhaps most apparent and widely known. Under the vagaries of EU 
law, this has resulted in a situation whereby EU students studying at undergraduate 
level in England are liable to pay tuition costs, they do not have to pay fees in Scot-
land although students form the Rest of UK (England, Wales and Northern Ireland) 
do have to pay fees if they wish to study for an undergraduate degree in Scotland.  
In relation to students support, both England and Scotland offer a system based 
on both needs based grants and loans for full-time students. However, amounts 
available, the eligibility criteria and repayment conditions vary.29 
There has also been in addition to tuition fees, and student support funding, 
further divergence in funding in terms of England and Scotland in a number of 
areas. In relation to funding the post-compulsory education, England has main-
tained the distinction between the HE and FE sectors and the FE sector has under-
went a number of changes.30,31,32,33 The Skills Funding Agency has recently intro-
duced as an addition to the Foundation Degree route for learners and/or employers 
                                              
29
http://eacea.ec.europa.eu/education/eurydice/documents/facts_and_figures/fees_and_support.pdf	 
30 http://www.legislation.gov.uk/ukpga/2000/21  
31 http://www.theguardian.com/politics/2009/jul/28/learning-skills-council-quango-debt  
32 https://www.gov.uk/government/organisations/skills-funding-agency/about  
33 https://www.gov.uk/government/organisations/education-funding-agency/about  
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in areas of WBL the Higher Apprenticeship which are WBL programmes leading to 
either awards at Levels, 4, 5 or 6.34,35 
Higher education funding in England is the responsibility of the Higher Educa-
tion Funding Council for England (HEFCE) which funds and regulates universities 
and colleges of higher education in England. In 2014-2015 its overall budget was 
just under £3.9 billion.36,37 Specifically related to funding and relevant to this report; 
HECFE invested more than £100 million38 in the period 2001-2011 to develop 
Foundation Degrees as part of its wider Workforce Development Programme 
(WDP).39 The WDP was specifically aimed at engaging with recommendations con-
tained in the Leitch Review of Skills.  
In Scotland, and in contrast to the approach taken in England, efforts have been 
directed to integrate the funding regimes of further and higher education and this 
was specifically linked to government policy, the structure of the Scottish post-com-
pulsory sector and funding incentives through the adoption of a recognisably life-
long learning approach to education and training. This is perhaps best illustrated by 
reference to Learning for All40 which detailed their widening access strategy.  
This is now subject to the publication of an annual update Learning for All: Mea-
sures of Success with its ninth edition published in March 2015 which sets out how and 
in what ways outcome measures participation and achievement have changed on an 
annual basis.41 
The Further and Higher Education (Scotland) Act 200542 dissolved the Scottish 
Further Education Funding Council (SFEFC) and the Scottish Higher Education 
Council SHEFC and created a new Scottish Funding Council (SFC43 This develop-
ment it is suggested can be directly linked to the integrated strategy outlined in 
Learning for All and also to the SFC’s strategy on employability Learning to Work44 
which was to support college and university efforts to build capacity and good 
practice with a view to enhancing student employability of which WBL was an ele-
ment. In Learning to Work Two45 over £4 million in funding was allocated to four 
Work Placement Project on: 
1. Education into Enterprise46 
– to make accredited work-placement opportunities available to students 
enrolled in HE courses which do not currently offer this option at 
participating institutions;  
                                              




36 https://www.hefce.ac.uk/pubs/year/2014/201405/  
37 https://www.hefce.ac.uk/about/role/  
38 http://www.hefce.ac.uk/news/newsarchive/2010/Name,94096,en.html  
39
http://www.hefce.ac.uk/media/hefce/content/pubs/indirreports/2011/RE,1311,Workforce,dev,prog/rd13_11.pdf  




42 http://www.scottish.parliament.uk/parliamentarybusiness/Bills/25083.aspx  
43 http://www.sfc.ac.uk/aboutus/aboutus.aspx  
44 http://www.sfc.ac.uk/skills/LearningtoWork/LearningtoWork.aspx  
45 http://www.sfc.ac.uk/skills/LearningtoWork/LearningtoWork.aspx  
46 http://www.sfc.ac.uk/web/FILES/Skills_LearningtoWorkTwo/Education_Into_Enterprise.pdf  
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2. E-Placements Scotland47 
– place 750 students of any discipline at any level of study in participating 
universities and colleges in business and information technology place-
ments in the IT industry ranging from 3-12 months; 
3. Third Sector Interns48  
– place 200-300 students in flexible format paid placements (350 hour maxi-
mum) with third sector organisations; 
4. Making the Most of Masters49 
– helps masters programmes source and implement work based dissertation 
projects. These will be aimed at companies working in Scottish Govern-
ment key economic sectors and will be aimed particularly at small to me-
dium sized enterprises 
Turkey  
In the Turkish report prepared by the Ministry of National Education (2009) it is 
stated that the main funding source of adult education is society capital. These are 
funds that are allocated by state and Special Provincial Administration budget for 
informal education. In addition, there is finance obtained by courses organized 
within the scope of discretionary funds and voluntary support and donations. On 
the other hand informal vocational and technical training is supported by the Sup-
porting Operations to Develop and Extend Apprenticeship, Vocational and Tech-
nical Training budget. Institutions such as municipalities, foundations and associ-
ations directly support adult education by delivering public courses. Private compa-
nies also support adult education by reimbursing their own employees’ educational 












2013	 47.496.378.650	 1.364.812.300	 24.736.000	
2014	 55.704.817.610	 1.099.037.830	 442.643.810	
2015	 62.000.248.000	 1.172.419.039	 494.868.899	
*	Figures	in	TRY	currency	
It can be seen in Tab.	10 that budget appropriation of the Ministry of National Edu-
cation has increased throughout the years. In contrast with this increase there is no 
significant change in the amount distributed to the budget for the Lifelong Learning 
and Public Education Centre while the amount distributed to the Lifelong Learning 
General Directorate has dramatically increased in 2014. According to the table, the 
                                              
47 http://www.e-placementscotland.com/  
48 http://www.3rdsectorintern.com/  
49 http://www.mastersprojects.ac.uk/  
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proportion of the Ministry of National Education’s budget spent for adult education 
is around 2.5 %.  
In Tab.	 11, the total budgets of Ministry of National Education and Higher 
Education Council + Universities are shown for the years 2013 and 2014. Accor-
ding to this information, adult education HEC + Universities’ budget is around 
three times less than the Ministry of National Education’s budget. However, it is 
known that both the Ministry of Education, and the Higher Education Council and 
universities allocate money for adult education. When the amounts in both Tab.	10 
and Tab.	11 are combined, it is seen that nearly 20 billion in total is spent for adult 
education by two important educational institutions – Ministry of National Educa-








2013	 47.496.378.650	 15.227.760.500	 62.724.139.150	
2014	 55.704.817.610	 16.939.010.000	 72.643.827.610	
*Figures	in	TRY	currency	
Finland 
In terms of funding in Finland, about 12 per cent of the Ministry of Education’s 
budget is allocated to adult education. Of this total, about 40 per cent is allocated to 
vocational adult education and training and apprenticeship training, one fourth goes 
to adult education provided by higher education institutions, a fifth to liberal adult 
education, and about 5 per cent to developing adult education and continuing edu-
cation for teaching staff (Eurypedia, undated).  
In Finland, there are no tuition fees for BSc, MSc or PhD programs designed for 
Finnish or EU citizens. This is why universities have limited options to redesign 
these programs to make them suitable for adult students. The programs are not 
meant for part-time studying, and it is difficult to study in these while working full 
time. In addition, pedagogically, the studies are designed for young people. Even 
though the studying itself is free (no tuition costs), adult students must find ways to 
finance their own living costs (Myllymäki, 2013). 
There are several possibilities to seek financial support while studying for adults. 
The Education Fund50 is administered by the social partners of the Finnish labour 
market. Its purpose is to support employees’ studies by granting them financial 
assistance (Adult Education Allowance) and to support the development of the 
vocational qualification system by granting scholarships for competency-based 
qualifications (Scholarship for Qualified Employee). 
The purpose of the Adult Education Allowance51 is to support employees’ and 
self-employed persons’ voluntary vocational studies. To qualify for the allowance, 
the applicant must participate in studies leading to a degree, or in continuing edu-
                                              
50 http://www.koulutusrahasto.fi/en/education-fund  
51 http://www.koulutusrahasto.fi/en/adulteducationallowance/ 
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cation organized by a Finnish educational institution. In addition, they must live per-
manently in Finland and their full-time employment relationship with the same 
employer or pension-insured entrepreneurship must have lasted for at least one 
year. Moreover, the applicant must have been employed by a Finnish employer or 
have worked as a self-employed person in Finland for at least eight years. 
When an employed adult wants to study full time, he or she can apply for a study 
leave. One can apply for a maximum of two years of study leave within a five-year 
period. Finland also has a long tradition of liberal adult education offering non-
formal non-certificated studies for leisure or self-development often delivered 
through folk high schools.  
Czech Republic  
Over 90% expenditure on primary, secondary and post-secondary non-tertiary edu-
cation is public in many OECD countries. The Czech Republic is no exception; 
private expenditure on primary, secondary and post-secondary non-tertiary educa-
tion is around 10%. This can be contrasted with the tertiary education sector where 
the proportion of expenditure is wider in OECD countries. In the Czech Republic 
the private expenditure is around 20%, but in some countries (such as Chile, Korea 
or USA) the private expenditure on tertiary education is over 70%. 
The main part of expenditure on tertiary education is public expenditure on edu-
cational institutions (it is more than 80 %) and expenditure of other private entities 
and household expenditure (Education at a glance, OECD 2010). The ratio of 
public expenditure on educational institutions is higher than in other OECD coun-
tries and overall support is lower than in OECD countries. Annual public expen-
diture on educational institutions per student in tertiary education, by type of insti-
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Concerning the funding of further education and training, the sources are: 
1. Public sources (state or regional budgets) 
2. Private sources (companies, individuals, social partners etc.) 
3. Sources from EU (ESF) 
Expenditures on further education are provided by companies (88 % in the Czech 
Republic and 72 % in EU), by state (11 % in the Czech Republic and 18 % in EU) 
and by individuals (1 % in the Czech Republic and 10 % in EU) [Palán 2007]. Fur-
ther education is provided mainly by big companies (54 % employees in big compa-
nies are educated) and less frequently in small companies (21 % employees in small 
companies are educated), the mean is 49 % employees [Palán 2007].  
Studying at universities in Czech language is free at all public schools. Univer-
sities try to cooperate with companies to place all learners to the internship. All 
internships are not paid but university has to invest to the agenda developing this 
cooperation. Case study with involving enterprise to the R&D was paid by com-
pany. Last case of global company is paid from enterprise, as well. 
 Funding: a summary 
With Finland, Czech Republic, Germany and Scotland (differing from England) 4 of 
the 6 LETAE-countries don’t charge tuition fees for »normal« students; in Spain 
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But unconventional (subsuming dual study programmes or mandatory internships 
under conventional) cooperation between universities and enterprises are in all 
countries considered as an additional offer and are not covered by the basic funding 
of universities; additional funding for these programmes by third parties is needed. 
This additional funding is usually project (programme)-based, assured only for a 
short period for some tracks and is either paid by federal bodies (for instance by 
projects or from adult education funds), by the companies that send their employees 
to the programme, or by the students themselves. Whether students and/or com-
pany have to pay for a programme or not, has been analysed in detail in our cases 
studies, will be the third descriptor of the proposed typology in chapter 5.  
3.4 Statistics on Educational structures and Graduate labour markets 
OECD-statistics for participating countries on the percentage of younger adults 
with tertiary education offer an impression of the role of HE in the LETAE partner 











Although this kind of macro-data always includes a lot of uncertainties (different 
understanding of HE, politically corrected statistics, different quality of HE-institu-
tions or -programmes…); it offers at least a clear separation between the LETAE 
partner countries: Finland, Spain and the UK are above (or on the) mean, Turkey, 
Czech Republic and Germany below mean – OECD-reports for these countries are 
combined with recommendations to increase the amount of adults with tertiary edu-
cation. Whereas these recommendations are reasonable for Czech Republic and 
Turkey due to the really low enrolment in 2000 and the special historic circum-
stances (post-socialist and low-industrialisation respectively); for the case of Ger-
many this recommendation ignores an important aspect of the German educational 
system in respect of the labour market: Many demanding positions that in other 
countries are filled by HE-qualified persons, are covered by CVET-qualified persons 
in Germany, with comparable wages, status and sometimes even higher concrete 
skills for the position. Comparable conclusions can be drawn when analysing statis-
tics on participation rates in education and training by adults in LETAE countries 
table (cp. Tab.	15). A lot of hidden variables (quality of programmes, understanding 
of informal learning, intention of programmes (e.g. real added value vs. programmes 
only to have less numbers in the unemployment statistics, beneficiaries, etc.) and the 
same trend as in Tab.	14: Spain, UK and Finland are above or close to the mean, 
Czech Republic, Germany and Turkey below.  
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And, as before, a naïve and simplistic interpretation (the higher, the better) must 
be questioned: For sure a certain ratio of population must be re- or further qualified 
during their working life due to changing economies, new technologies, or other 
reasons – but a high ratio might also be seen as an indication of poor initial 
(whether VET or HE) education; for example if initial programmes are too far away 
from labour market and work life starts with an internship or if modularised IVET 
approaches offer only a training to a certain workplace – and further education is 
necessary if the person changes to another workplace; even if it is in the same 
company and within the same vocation. It also ignores the evidence that each 
national labour market contains only a limited proportion of ‘graduate’ jobs and 
above that there is a danger of over education and mismatch in terms of 











But sheer participation in education and training doesn’t provide any information on 
the kind of programmes, specifically; whether they can be considered as being part 
of TLL. Tab.	 16 gives an impression of the distribution of training providers of 
non-formal education.  
Tab.	16:	Providers	of	non-formal	education	and	training	activities,	2011	
Country	 EU-27	 CZ	 DE	 ES	 FI	 UK	
Employer	 32.0	 40.7	 28.2	 14.4	 44.1	 44.3	
Non-formal	education	&	training	institution	 17.7	 32.6	 14.3	 13.5	 8.9	 10.7	
Formal	education	institution	 9.8	 9.1	 16.8	 9.5	 20.4	 -	
Commercial	institution	where	education	&	
training	is	not	the	main	activity	 10.9	 3.4	 17.0	 16.1	 5.2	 -	
Employers’	organisation,	chamber	of	commerce	 3.2	 1.3	 -	 6.9	 1.0	 7.3	
Non-commercial	institution	(e.	g.	library)	 5.7	 2.0	 5.2	 22.4	 2.8	 1.6	
Non-profit	organisation	 5.9	 1.5	 3.0	 5.9	 10.1	 2.1	
Individual	 5.1	 7.1	 7.7	 3.4	 1.3	 3.4	
Trade	union	 1.0	 -	 0.9	 3.8	 1.8	 -	
Other	 4.9	 1.6	 4.2	 -	 4.0	 -	
Source:	Eurostat	2011	
Note:	No	data	for	Turkey	available,	no	entries:	weak	evidence,	data:	percentage	
                                              
52 http://www.ilo.org/wcmsp5/groups/public/---dgreports/---stat/documents/publication/wcms_315623.pdf  
53 www.cedefop.europa.eu/files/9087_en.pdf 
Andreas Saniter, Muir Houston, Karsten Krüger (Eds.) 
 
 50 
The authors of the study state: »Within the domain of lifelong learning statistics, 
formal education corresponds to education and training in the regular system of 
schools, universities, colleges and other formal educational institutions that normally 
constitute a continuous ‘ladder’ of full-time education for children and young people 
(generally completed by the age of 25).« 
Non-formal education and training is defined as any organised and sustained 
educational activity that does not correspond to the definition of formal education. 
Non-formal education and training may or may not take place in educational 
institutions and cater for persons of all ages. It may cover educational programmes 
to impart adult literacy, basic education for out-of-school children, life skills, work 
skills, and general culture. Note that the statistics presented do not cover informal 
learning, which corresponds to self-learning (for example through the use of printed 
material, computer-based learning / training, (internet) web-based education or 





With the understanding of non-formal learning cited above, many of the cases 
analysed (cp. chapter 4) must be considered as being »non-formal«, as they are not 
part of a »continuous ladder of full-time education« and most beneficiaries are much 
older than 25. Only between 9.1% (Czech Republic) and 20.4% (Finland) of non-
formal programmes are offered by formal education institutions – not only univer-
sities, but also by schools, for example to provide an University entrance diploma 
via »second-chance education«; there is quite obvious a broad zone for further 
development of TLL-programmes. 
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As we have stated, the situation in the studied countries is very different and goes 
some way to explain the different university adult education strategies. We have 
outlined some difference in higher education systems, which will be now completed 
by some general observations of the labour markets.  
The first element is the share of people with higher education in the population. 
We have analysed respective OECD data before, but we come now back to this 
issue taking as reference the population aged between 25 and 39 years using 





It is obvious that in all countries the share of people with higher education has risen. 
But it also evident, that the position of each of the studied countries is different. 
Turkey has the lowest share of people with higher education. The Czech Republic 
and Germany are in both years of reference clearly under the EU-28 average. But 
the Czech Republic shows a stronger growth of the share compared to Germany. 
On the other side, there are Finland, Spain and the United Kingdom with a share 
clearly higher than the EU-28 average, showing the United Kingdom a higher 
growth rate than both other countries. 
The second element is the unemployment rate. In all countries the 
unemployment rate of the people with higher education is considerably lower 
compared to the national average. In four of the studied countries (Finland, Ger-
many, the Czech Republic und the United Kingdom the unemployment rate is rela-
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tively low, meanwhile in Spain and Turkey it is high). This picture is in the line with 
the general picture of unemployment in these countries.  
But it would be interesting to compare the evolution of the unemployment rate 
of people with higher education to the rate of people with mid education (ISCED 3 
and 4). For this comparison, we divide the unemployment rate of the people with 
higher education by the rate of people with mid education. In the case that the result 
is higher than (1), than the labour market position of higher educated people is 






In the majority of the European countries included in the analysis, the unemploy-
ment rate of the high-educated people is considerably lower than the respective rate 
of people with mid education. But there are a number of countries, in which both 
rates – in the year 2015 – are not so far away from each other as e.g. in Denmark, 
Greece, Island, Italy, Portugal, Switzerland, and Sweden. In this group we find also 
Turkey – one of the countries studied by the LETAE project. In the other studied 
countries, the unemployment rate of higher educated people is considerably below 
the rate of people with mid education. However, in five of six analysed countries, 
we see that the distance between both rates became closer between 2010 and 2015 
with the exception of the Czech Republic. But this is not a general trend among the 
European countries. There is also a series of countries in which the distance 
increased. 
The third element is the mismatch between education and occupation profile. 
Here we use as reference the occupational groups of the International Standard 
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Classification of Occupation (ISCO 2008), asking how many of the people with 
higher education are not working in a occupation classified in the occupational 
groups 1 (Managers), 2 (Professionals) or 3 (Technicians and associate profes-
sionals). The high rate of sub-utilisation of high-educated work forces – that means 
their employment in occupations no corresponding to their classification – is a clear 
indicator of the fact, that the economic system has absorbed well the highly 
educated people. That means there is a mismatch between the economic develop-





We observe that in all studied countries, the mismatch rate has increased between 
2010 and 2015 except in Germany. There is also a considerable difference in the 
performance of the countries. Meanwhile Spain, Turkey and the United Kingdom 
have a considerable high mismatch rate, which is in both years is higher then the 
EU-28 average, Finland, Germany and the Czech Republic have moderate to low 
mismatch rates, which are in both years of reference below the EU-28 average or 
nearby. But it seems that the Czech Republic has problems to absorb the increasing 
number of high educated people, in spite of the share of high educated people being 
low compared to other European countries. 
These three elements provide indicators of the difference of the labour market 
for graduates in the country analysed to which the higher education systems and the 
universities must respond.  
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4 Case study fiches 
4.1 Spanish Cases 
First	Spanish	Case:	Master	in	Global	Management	
Postgraduate programme – tailor made – long duration 
Enterprise: INDRA – International technology firm with headquarter in Spain 
University: Technical University of Madrid 
 
Short Description: 
The tailor made programme has the objective to improve the technical and social competences of 
people from the middle management, the acquisition of social capital bringing together people 
from different operational areas, obtaining a vision of the different management processes in the 
enterprise and to serve as an incubator of new business ideas. The programme forms part of the 
internal human resource strategy to select and train persons for high management positions 
 
Type 
Blended learning; project based learning; modularised 
 
Duration 
600 hours = 30 ECTS = 14 month 
 
Target Group 
Own staff, middle management 
People with higher education degree 
Participation: around 20 persons 
 
Teaching Staff 
In-house personal (selected by the company) 
Academic staff (selected by the university) 
 
Certificate 
Own university certificate; previous evaluation process  
 
University-Business Cooperation 
Leaded by the enterprise 
University as Training provider 
 
Fee 
Programme paid by the enterprise 
 
Evaluation Process: 
Managed by the enterprise 
Focused on the student satisfaction 








Patterns of cooperation between Higher Education and the World of Work 
 55 
Second	Spanish	Case:	Master	in	Water	Management	
Postgraduate programme – tailor made – long duration 
Enterprise: AGBAR Multinational Technology and Service provider 
University: Technical University Cataluña 
 
Short Description: 
Tailor made training programme for professionals of the company. The master aims to prepare 
company’s staff for the management of the water and environmental business in a global and 
dynamic environment. The program gives an overview of the management of the integral water 
cycle and provides the tools to direct and assess projects with criteria of quality, time and cost 
optimization.  
It is focused on the acquisition of technical and social competences and the acquisition of social 
capital bringing together people from different operational areas. It facilitates a vision of the 
different management processes in the enterprise and serves as an incubator of business ideas. 
The programme forms part of the internal human resource strategy to select and train persons 
for high management positions 
 
Type 
Blended learning; project based learning; modularised 
 
Duration 
700 hours  
 
Target Group 
Own staff, middle management 
People with higher education degree 
Participation: around 20 persons 
 
Teaching Staff 
In-house personal and external experts (selected by the company) 
Academic staff (selected by the university) 
 
Certificate 
Own university certificate, previous evaluation process  
 
University-Business Cooperation 
Leaded by the enterprise 
University as Training provider 
 
Fee 
Programme paid by the enterprise 
 
Evaluation Process: 
Managed by the enterprise 
Focused on the student satisfaction 
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Third	Spanish	Case:	Valorisation	and	Accountability	of	enterprises	
Postgraduate programme – tailor made – short duration 
Enterprise: Cuatrecasas – International Lawyers office 




The short tailor-made post-graduate programme aims promoting specific technical knowledge 
considered as relevant for excellent performance of the legal services and which are not included 
in the higher education for lawyers (Bologna cycles). The objective is that the participants obtain 
a consolidated vision of this field in theoretical and practical aspects. For new entrance in this 
area, the participation in the programme is obliged. The programme is framed in the firm’s 




Face-to-face learning with one online introduction sessions; 3 modules 
 
Duration 
48 hours  
 
Target Group 
Own staff, new entrances 
People with higher education degree 
Participation: around 20 persons 
 
Teaching Staff 
Academic staff with professional experience outside the university 
(selected by the university) 
 
Certificate 
Own university certificate, previous evaluation process  
 
University-Business Cooperation 
Leaded by the enterprise 
University as training provider 
 
Fee 
Programme paid by the enterprise 
 
Evaluation Process: 
Managed by the enterprise 
Focused on the student satisfaction 
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4.2 German Cases 
First	German	Case:	TRIAL	
Undergraduate programme – Open university – long duration 
Enterprise: Diverse 
University: University of Bremen (ITB) 
 
Short Description: 
Institute for Technology and Education (ITB) from Bremen University together with CVET adult 
education provider »Handwerk Bremen« (run by the chamber of handicraft) and supported (or at 
least tolerated) by the employers of the students started in 2012 the 3 years open study programme 
»TRIAL«. Successful students receive a double qualification, a Bologna bachelor degree in 
engineering and a CVET-certificate as a vocational pedagogue, both on EQF-level 6. Programme 
combines and recognises the learning outcomes of three learning venues: university, CVET-
courses and workplace. 
 
Type 
Traditional seminars; project based learning; modularised 
 
Duration 
3 years (180 CP) 
 
Target Group 
Technicians and Masters (both CVET-degrees) without university entrance diploma 
Participation: around 20 persons each year 
 
Teaching Staff 
In-house personal (selected by CVET-provider) 
Academic staff (selected by the university) 
 
Certificate 
Normal Bachelor Degree & CVET-diploma (Vocational pedagogue)  
 
University-Business Cooperation 
Initiated by university (to increase amount of students) 






Managed by university 
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Second	German	Case:	Master	of	Industrial	Engineering	
Postgraduate programme – tailor made – long duration 
Enterprise: Diverse 
University: University of Bremen (aib) 
 
Short Description: 
Study programme Master of Engineering »Industrial Engineering« (MIE) was developed to bridge 
this gap between competencies from first (technical) studies and the expectations of management 
positions. 
Programme is designed parallel to work and equals 120 Credit Points (CP) as almost all German 
Master programmes. These 120 CP correspond to 2 years of full-time studies; as the target group 
of programme is employed and from all over Germany, regular period of studies was extended 
within this programme to 3 years. 
 
Type 
Blended learning; project based learning; modularised 
 
Duration 




People with higher education degree 
Participation: around 10-15 persons 
 
Teaching Staff 
Academic staff (selected by the university) 
 
Certificate 
Master degree  
 
University-Business Cooperation 
Developed and leaded by university 
University as Training provider 
 
Fee 
Programme (18000€ per student) paid by enterprise and/or student 
 
Evaluation Process: 
Managed by university 
Focused on student satisfaction 
















Undergraduate programme – propaedeutic – mid-term duration 
Enterprise: Airbus Hamburg 
University: Hamburg University of applied sciences (HAW) 
 
Short Description: 
Case is a propaedeutic measure of one semester, offering a low-threshold insight into engineering 
studies at Hamburg University of applied sciences (HAW) alongside work. Programme was 
originally developed to increase the amount of female students in engineering disciplines (Pro 
Technicale); around 15 young women participate, funded by city council of Hamburg. But there 
was space for more students, Airbus Hamburg decided to join programme and to send 5 
apprentices in their last (third) year of apprenticeship to programme. 
It was agreed that achieved Learning Outcomes (LO) resp. Credit Points (CP) will be recognised 
and accredited by HE (HAW) and CVET-providers. A successful student, who passes all 
examinations receives 21 CP, equalling lectures from different semesters (not only 1st semester.) 
 
Type 
Traditional lessons combined with practical work, 6 core areas 
 
Duration 
1 semester, (21 CP)  
 
Target Group 
Airbus apprentices in their last (third) year of apprenticeship 
Participation: 5 persons per year 
 
Teaching Staff 




Certificate of participation by university 
 
University-Business Cooperation 
based on mutual trust & experiences 
 
Fee 
Programme (~2000€ per student) paid by the enterprise 
 
Evaluation Process: 
Informal by the enterprise (interviews of participants) 
Focused on amount of participants who start to study afterwards 
End of programme 
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4.3 Scottish Cases 
First	UK	Case:	Bachelors	in	Community	Development	
Undergraduate programme – three years duration 
Partnership/collaboration: Community Learning Development Standards Council, Scotland; 
various placement organisations in public or third sector 
 
Short Description: 
Programme was designed to provide professional accreditation to workers in the field of 
community learning and development; and as it is a work-based programme all applicants must 
have at least two days per week of paid or unpaid work in the field. In addition to degree is 
accredited by professional standards agency.  
 
Type 
Full-time; F2F with VLE supported learning; modular; Level 5 EQF/Level 9 SCQF; 60% 
academic/40% practice assessment 
 
Duration 
180 ECTS = 36 Month including 1540 hours of assessed practice; 1-11/2 days per week  
 
Target Group 
Un-qualified or low qualified existing workers or volunteers in the field of community 
development, youth, migrant, disabled etc. Generally over age 25. 25 entrants per year. Direct 
entry routes to second and third possible through articulation from FE colleges 
 
Teaching Staff 
Academic staff in the School of Education; placement supervisors  
 
Certificate 
BA Community Development (routes to Honours and PG in development) 
 
University-Business Cooperation 
Led by academic staff with existing expertise in area – reacting to demand from Local Authorities 
to professionalise workforce – developed organically  
 
Fee 
Tuition free to students from Scotland and the EU  
 
Evaluation Process: 
Academic regulations on the award of degrees 
Placements assessed in relation to CLD competence to practice 
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Second	UK	Case:	FD	Electrical	Power	Engineering	
Foundation degree programme – 3 year sandwich  
Partnership/collaboration: Aston University and Scottish and Southern Energy with Scottish 1st 
year provision delivered by UHI (University of the Highlands and Islands);  
 
Short Description: 
Programme was designed to provide professional accreditation to workers in the field of 
community learning and development; and as it is a work-based programme all applicants must 
have at least two days per week of paid or unpaid work in the field. In addition to degree is 
accredited by professional standards agency.  
 
Type 
Full-time, block release (two week blocks: 13 per year), modularised 
 
Duration 
120 ECTS = 36 Month including 3rd year in industry; Level 5 EQF/Level 8 SCQF  
 
Target Group 
In house staff with lower level qualifications; school leavers and young adults – recruitment is 
through corporate partner and learners are employees – requirement for good mathematics 
 
Teaching Staff 
Academic staff at Aston and UHI; supervisors and mentors out with academic 




FD Electrical Power Engineering (routes to Honours and PG in development) 
 
University-Business Cooperation 




Tuition fees of £7560 per annum – but in reality this will be paid by SSE in addition to 
subsistence costs for attendance and regular wages/salary  
 
Evaluation Process: 
Academic regulations on the award of degrees 
Placements assessed in relation to SSE competence to practice and sectoral professional body 
requirements 
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Third	UK	Case:	Bachelor	of	Engineering	(B.Eng.)	
Undergraduate programme – flexible duration dependent upon learner 
Partnership/collaboration: Unite the Union and the Open University in Scotland delivered in 
two Rolls Royce plants in Scotland 
 
Short Description: 
Programme and provision were driven by Unite the Union bringing in OUiS to deliver provision; 
employer buy-in after negotiation with trade union 
 
Type 




240 ECTS = 6 – 8 years at 60 credits (UK) per year plus full-time shift work employment  
 
Target Group 




Academic staff from the OUiS; supported by mentors and peers in workplace 
 
Certificate 
B. Eng. (routes to Honours and PG available) 
 
University-Business Cooperation 
Trade union driven in collaboration with Open University in Scotland which created a learning 
culture in the two plants and learning audit revealed demand for degree level opportunities 
among shop floor workers. Subsequent employer support. 
 
Fee 
Tripartite arrangements: Trade Union support = 40%; Employer = 40%; and, 20% from 
individual (£600 pounds per 30 credits) 
 
Evaluation Process: 
Academic regulations on the award of degrees 
Trade union and employer evaluation on progress and benefits 
Module and course level evaluation plus system of Student Representatives 
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4.4 Turkish Cases 
First	Turkish	Case:	Safety	Management	Systems	(SMS)	Training	
Tailor made – short duration 
Enterprise: HEAŞ (Airport Management & Aeronautical Industries) and Turkish DO&CO 
University: Anadolu University 
 
Short Description: 
Safety Management Systems (SMS) Training is a mandatory course to be pursued by enterprises 
operating in all fields of aeronautics industries due to legal requirements. As far as ‘safety’ is 
concerned, all relevant service providers such as airports, ground handling companies, 
maintenance repair and overhaul (MROs), airlines companies, air traffic control and navigation 
service providers, catering companies, airport terminal operators and aviation fuel companies, 
including fuel storage and refuelling of aircrafts, become potential stakeholders and clients for the 
course. SMS Training is a tailor-made certificate program which aims to develop the professional, 
technical and transversal skills of the senior and mid-level managers and SMS staff who are 
actively working in the labour market in order to maintain the highest degree of safety in aviation.  
 
Type 






Carefully selected by the enterprises 
People having differing status 
Participation: around 20 persons 
 
Teaching Staff 
Academic staff (selected by the university) 
 
Certificate 
Certificate provided by Anadolu University 
 
University-Business Cooperation 
Led by the enterprise 
University as Training provider 
 
Fee 
Programme paid by the enterprise 
 
Evaluation Process: 
Managed by the university 
Criterion-based evaluation 
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Second	Turkish	Case:	Basic	Aircraft	Knowledge	and	Flight	Theory	courses	
Tailor made – non-degree – medium-length (180 hours) duration 
Enterprise: Five Vocational High Schools in Turkey and BOEING 
University: Anadolu University 
 
Short Description: 
Basic Aircraft Knowledge and Flight Theory courses are 180-hour certificate courses that are 
delivered face-to-face to teachers who are employed in Aviation High Schools in Turkey. The 
purpose of this training is to improve the theoretical knowledge level of the teachers of five 
vocational schools providing training and education on aircraft maintenance. The program is 
funded by BOEING, an American multinational corporation that designs, manufactures, and 
sells airplanes. The courses are instructed by the academic staff of the Anadolu University Faculty 
of Aeronautics and Astronautics. Therefore, the cooperation takes place among a global aircraft 
manufacturing company, vocational high-schools of the Ministry of Education, and a university. 
 
Type 






Teachers employed in aeronautical high schools 
People having differing status 
Participation: 29 trainees 
 
Teaching Staff 
Academic staff (selected by the university) 
 
Certificate 
Certificate provided by Anadolu University 
 
University-Business Cooperation 
Led by the enterprise 
University as Training provider 
 
Fee 
Programme paid by the enterprise, BOEING 
 
Evaluation Process: 
Managed by the university 
Criterion-based evaluation 
















Tailor made – non-degree – Medium-length (120 hours) duration 
Enterprise: Enterprises vary, individual application is also possible 
University: İstanbul Technical University 
 
Short Description: 
Logistics and Supply Chain Management Certificate Program is a two level non-degree course for 
employees who want to get advanced training, refresh their current knowledge, or benefit from 
the employment opportunities in the sector after acquiring the fundamental knowledge about 
logistics, merchandising, and supply-chain management can join this training. In this case study, 
the Advanced level course was investigated. The course has been offered many times in line with 
the needs since 1999-2000. Those who got the beginner certificate can be admitted to the 
advanced level training. The training lasts for 120 hours in 12 weeks. Those who attend the 
advanced level training includes trainees from a number of various sectors. At the end of the 
training, the trainees are given certificates. The course presently investigated has been delivered 
by İstanbul Technical University.  
 
Type 






Employees various enterprises and those seeking for a job in the field 
Participation: 30 trainees 
 
Teaching Staff 
Academic staff (selected by the university) 
 
Certificate 
Certificate provided by İstanbul Technical University 
 
University-Business Cooperation 
Led by the university’s Continuing Education Center 
University as Training provider 
 
Fee 
Programme paid by the trainees 
 
Evaluation Process: 
Managed by the university 
Criterion-based evaluation 
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4.5 Finnish Cases 
First	Finnish	Case:	The	Study	Program	in	Administration		
and	Management	of	Higher	Education	(KOHA)	
Non-degree programme – partially tailor made – part-time – 1-2 years 
Enterprise: Finnish and International universities ordering training for their employees 
University: University of Tampere 
 
Short Description: 
The Study Program in Administration and Management of Higher Education (KOHA program) 
is a part-time non-degree program for those who have work experience in university 
administration and would like to upgrade their skills (40 -50 ECTS). The practical content of the 






40-50 ECTS = 1-2 years (part-time) 
 
Target Group 
Administrators, managers and researchers who work in universities, universities of applied 
sciences or other organizations involved in higher education. 
Participation: around 30-35 persons 
 
Teaching Staff 
Academic staff and experts from Higher Education Management field (selected by the university) 
 
Certificate 
Own university certificate; based on exams and essay/group work evaluations in each module  
 
University-Business Cooperation 
University offers the program as open-access one for individual students and 
as tailor-made to other universities for their employees (in this case the negotiations may be 
initiated by the  
 
Fee 
10 euro per ECTS for self-paying students and 78 euro per ECTS when employer pays for 
training their employee. PhD/master students and staff members of UTA are waived from 
tuition fees.  
 
Evaluation Process: 
Initiated by providing university 
Focused on the student satisfaction and added value of the program to graduate’s career 
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Second	Finnish	Case:	Global	Health	training	
Non-degree programme – partially tailor made – intensive 4 weeks (8 ECTS) 
Enterprise: The Finnish Medical Society Duodecim (NGO) 
University: University of Tampere 
 
Short Description: 
Global Health Program’s aim is to train medical doctors, dentists, veterinarians and students of 
these disciplines in global public health issues, such as health care delivery systems, infectious and 
non- infectious diseases epidemiology and health care management. Training is organized in 
Chile, Finland, the Philippines, Nepal and Tanzania. 
 
Type 
The training is annually organized in four-five week certificate courses, including 2-3 weeks of 
theoretical training and 2 weeks of practical part with site visits. 
 
Duration 
40-50 ECTS = 1-2 years (part-time) 
 
Target Group 
medical doctors, dentists, veterinarians and students of these disciplines 
Participation: around 30-35 persons 
 
Teaching Staff 
Academic staff and experts from the field (selected by the stakeholders) 
 
Certificate 
Own university certificate; based on exam and learning diary on site visits 
 
University-Business Cooperation 
The course is coordinated by Finnish Medical Society Duodecim and University of Tampere 
School of Medicine in association with other NGOs and universities in Finland and partner 




350 for Finnish students. Free for students from developing partner countries 
(Program funded by the Ministry of Foreign Affairs) 
 
Evaluation Process: 
Course evaluation, alumni survey and self-evaluation carried out as part of as part of the 
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Third	Finnish	Case:	Finnish	language	and	new	career	paths	for	ICT	professional	
Non-degree programme – tailor made – intensive 8 months (30 ECTS) 
Enterprise: Employment Office  
University: University of Tampere, Tampere University of Technology 
 
Short Description: 
The program aims to enhance the employment opportunities of foreign ICT professionals who 
lost their job in Finland (after Nokia downsizing). The course involves 100 days of Finnish 
language training to prepare the students for passing the National language certificate test and 
two modules aimed at expanding one’s horizons of companies to work for (Business module or 
Technical module) + Employability/entrepreneurship module +internship. 
 
Type 
Full-time tailor-made program  
 
Duration 
30 ECTS = 8 months (full-time) 
 
Target Group 





Academic staff and experts from the field (selected by the s) 
 
Certificate 
Own university certificate; +results of National language test 
 
University-Business Cooperation 
The course is coordinated by the University of Tampere. It was developed in response to the 
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4.6 Czech Cases 
First	Czech	Case:	Obligatory	internship	
Tailor made – short duration 
Enterprise: ZD Hosín 
University: Jihočeská univerzita České Budějovice 
 
Short Description: 
The internship is part of the faculty curriculum and each subject field has own guarantor who 
manages the cooperation with the enterprises. The guarantor manages the contracts and the timing 
of the internships. Some learners have to undergo an internship every year for four continuous 
weeks during the summer, some learners have to undergo one week during the semester (it is up to 
the learner to choose the winter or summer semester) and three weeks during the summer. After 
this, the learners receive credits. 
 
Type 






All learners at the university 
 
Teaching Staff 






Led by the university 
Enterprises as Training provider 
 
Fee 
Programme is not paid 
 
Evaluation Process: 
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Second	Czech	Case:	Technology	transfer	
Tailor made – non-degree – long-length (3 years) duration 
Enterprise: Lomos s.r.o. 
University: Jihočeská univerzita České Budějovice 
 
Short Description: 
The program is primarily focused on developing a tight cooperation with the business in order to 
monetize academic research and development. The university has its own PR instruments 
enhancing the cooperation between the academic and private sector. Most enterprises already 
know what kind of help they might need for their business development but others still move 
forward with their business activities without a concrete idea. If enterprises agree with the 
university proposal a contract is made. Co-workers from the academic field are educated by 
professionals from the private sector and from the state organization in the Czech Republic and 
abroad. The academic staff involved is educated in decision making and business processes in 
enterprise’s units. The core of this education is the technology transfer and the protection of the 
intellectual property.  
 
Type 






PhD graduates and university teachers  
Enterprises developing their business through technologies 
 
Teaching Staff 






Led by the university 
Enterprises as Training provider 
 
Fee 
Cooperation is paid by the enterprise but training is paid by university 
 
Evaluation Process: 
Managed by the university 
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Third	Czech	Case:	Lecturing	and	practical	training	
Tailor made – non-degree – Medium-length (3 months) duration 
Enterprise: IBM 
University: České vysoké učení technické (ČVUT) 
 
Short Description: 
The program focusing on ČVUT students provides practical information from practice (as part of a 
particular course) and then allows students to become part of the particular project inside the 
enterprise/IBM company (as part of the three month long internship). The program highlights the potential 
of management roles in the IT sector and aims at potential future experts with a complex understanding of 
the IT environment.  
 
Type 









Enterprises (selected by the enterprises) 
 
Certificate 
Learners are allow to reach a certificate when they submit this request and pass a practical test 
 
University-Business Cooperation 
Led by the university’s but program is designed by enterprises 
 
Fee 
Program paid by the enterprises and certification is paid by student 
 
Evaluation Process: 
Managed by the university 
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5 Tentative typology  
In international social research typologies are frequently used to compare different 
configurations of social, economic and or political contexts. Overall for the inter-
national comparison of national or regional political, social or economic systems or 
strategies, typologies have a high value. Mayor examples are the approaches of Wel-
fare Regimes (Esping Anderson) and Varieties of Capitalism (Hall & Soskice 2001). 
Both have been referenced for developing steps towards a typology of skill regimes 
(see Busemeyer, M. R. & Trampusch, C. (2012): The political economy of collective 
skill formation; Oxford) and of adult education (see Desjardins & Rubenson 2013).  
There is a broad consent what typologies are. They are mental constructs or 
heuristics based on previously explained and justified criteria with the objective to 
classify selected social phenomena (see Pries 1997, Reinhold 1990). It is also a stra-
tegy to classify perceived patterns of behaviour and generalization of observations, 
which an individual adopts in its day-to-day life.  
An example may be found in the work of A. Schütz, who included types and 
typologies as an essential element of his sociological approach. He anchored typolo-
gies in the day-to-day life of the individuals, who are using them for the cognitive 
structuring of the world. In this sense, day-to-day typologies are necessary for indi-
viduals to construct their own life and to live in it. It is a continuous process making 
a distinction between typical and non-typical, revising the scheme constantly and as 
such the basis for the interpretation of situations and the capacity for individual 
action. 
Schütz distinguished between the above first order typologies and second order 
typologies, which are based on theories, concepts, methods and concrete evidence 
oriented questions. These typologies are not directly linked to interactions and 
follow other standards of evaluation. While day-to-day typologies are revised 
through daily practices, second order typologies are evaluated by scientific standards 
of quality. Following Schütz second order typologies must a) show a certain logical 
coherence, b) have a subjective mean, to which the typologies can be linked; and, c) 
be related in a meaningful sense to the life-world (Lebenswelt) in the sense that it is 
comprehensible outside of scientific discourse.  
In the 1930’s, Hempel & Oppenheim (1936) argued in a similar way working on 
types from the perspective of logic. They considered that any typology is an order of 
differentiated criteria in n-dimensions: a n-dimensional order. They differentiated 
between 
1. Typologies, which are based on subjectivity and intuition and which, in so far, 
do not fulfil the scientific criteria of inter-subjectivity. 
2. Typologies based on the empirically founded and scientifically reasoned 
estimation. 
By nature types must have at least two characteristics, which the researcher con-
siders relevant in general or more specifically to compare. Two of the most famous 
typologies in international social science are actually these of welfare regimes and of 
varieties of capitalism. 
The use and application of typologies based on theoretical considerations about 
relations between different dimensions (variables); or, used to compare empirical 
findings is common in international comparative institutional analysis (Lange 1991). 
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Typologies can be constructed inductively based on patterns in the set of cases or 
deductively by defining categories through prior theoretical consideration. In so far, 
typologies can serve different aims: a) testing theories and hypothesis or b) 
classifying observed social phenomena; thereby reducing observed complexity to a 
few types, which share more common characteristics than differences (see 
Ebershausen 2012: 2). 
One essential of the development of typologies – not usually discussed in respect 
of typologies – is its relation to the specific research interests and questions under 
investigation. In our project central questions were:  
1. How the university lifelong learning contribute to effective labour market 
transitions of learners? 
2. How enterprises and universities are cooperating in adult education, and if 
this cooperation contributes to the social effectiveness of university adult 
education in terms of access to jobs and quality of work (learners’ 
perspective) and quality of work performance (enterprise perspective)?  
3. Does this cooperation include fostering work related aspects of the learning 
process and improves this the social effectiveness of the programmes? 
However, in a project with limited time and budget as ours, only a limited number 
of cases can be analysed. These cases could not be selected by criteria of repre-
sentativeness, as explained in the section before. We opted therefore for the criteria 
of apparently good practice in adult education based on university – enterprise 
cooperation. The cooperation between university and enterprises has been the 
central criteria. Another criterion has been that the programmes addressed adult 
learners who have finalised their initial education including higher education and re-
entry in the education system as part-time or full-time students. These two criteria 
reduced substantially the number of cases among which the national research teams 
could select.  
However, the concrete selection followed individual criteria of the relevance of 
the case for the proposal to have insights on cooperation and work oriented 
learning in this specific field of adult education. All the national research teams have 
experience in this specific field. Some of them have also research experience in the 
field of vocational education and training. This experience allowed them to find 
cases and make an adequate selection. But the selection expressed also the particular 
research interest of the national teams reflecting the national or regional situations, 
which can be explained using the examples of Germany and Spain.  
In Germany the selection of the cases included a case, which facilitated those 
with VET-certificates access to university programmes. This reflects a long standing 
public discussion in Germany on the permeability between different education and 
training subsystems. This discussion is linked to the specific historical rooted 
configuration of the German education system as a whole, which obliged pupils or 
parents to make a selection about education pathways very early compared to other 
national education systems. So permeability between different subsystems, or the 
flexibility given to the pupils to change from one education track in another, is a 
very important issue in the German discussion under the perspective of social 
justice. On the other side, the German education structure is characterized com-
pared to the other European countries by its relatively moderate level of people with 
a higher education certificate and a high level of people with a vocational 
Andreas Saniter, Muir Houston, Karsten Krüger (Eds.) 
 74 
qualification at the ISCED levels 3 to 5. This circumstance reinforces the discussion 
of permeability considering the up-grading of the education level of people with 
VET-qualifications to satisfy the increasing demand for a highly qualified work 
force. 
In Spain case selection was oriented to postgraduate programmes with strong 
enterprise-university cooperation. This reflects the context, whereby Spanish uni-
versities have developed lifelong learning programmes for graduates, who want 
acquire additional certificates to improve their labour market opportunities. The 
main issue of the public debate on higher education and lifelong learning is the 
employability of students to resolve a) the high unemployment, which also affects 
young people with higher education certificate and b) the underuse of people with 
higher education certificate in the labour market. This is one reason, why Spanish 
cases focused mainly on postgraduate programmes designated as adult education.54 
This is linked to the specific development of the Spanish education system in the 
last decades, which is characterised by the decline of vocational education and 
training and the generalisation of higher education. On the other hand, permeability 
is not an issue in the public debate for two reasons: the education systems offered at 
the levels of primary and compulsory education has only one education track for all 
pupils making a distinction between public, private schools receiving public funding 
and pure private schools. Only after the compulsory secondary track, the pupils (and 
their families) must decide if they want to leave the education system, follow a mid-
level VET or a school education, which leads to a certificate allowing access to 
higher education or higher VET. The pupils, who opt for the mid-level VET can 
opt later, when they have successfully finalised this VET cycle, for the higher VET 
previous entrance examination. The higher VET-qualification allows access to uni-
versity education. In other words permeability seems to be an exclusive issue within 
the VET subsystem regulating the access from mid-level VET to higher VET.  
In so far, the selection in both countries would reflect the particular research 
interest of the respective research team linked to the specific configuration of the 
national education systems and national labour markets. While in Germany the 
research team focused more on permeability, the Spanish research team selected 
post-graduate programmes. This reflects the different social reality in both 
countries. For this reason, the project discussed also different ways to develop a 
typology for the international comparison taking different orientations as reference 
points. In other words, the development of typologies has not only the objective to 
advance social science development. It allows also the analysis of properly 
comparable phenomena in a highly complex environment based on scientific crite-
ria. The development of typologies is, in so far, part of the learning process among 
social researchers.  
The typologies are not only the result of the empirical research in the project; but 
also the previous research experience of the different national research teams, with 
some limited to national research issues while others have a broader range of com-
parative international research. This is also a reflection of the national evolution of 
education systems putting in the foreground the national or regional concerns. 
                                              
54 This is also linked to the fact, that university adult education programmes are not under state regulation, 
which allows the university and program coordinators to set their own fees. On the contrary, for official 
education programmes the Spanish Government fixed a maximum of the fees by type of programme. 
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However, as in other European projects, the use of typologies does not aim prima-
rily to contribute new theoretical developments, but to present the cases in a cohe-
rent way attached to ongoing discussions in the different countries. 
We will now present two typologies, which have been developed alternatively in 
the course of the project with reference to the case studies 
The first proposal for a typology is based on three dimensions:  
1. The programme is restricted to people with an education certificate allowing 
access to university education or not;  
2. The programme awards a state recognised qualification or not;  
3. The students must pay fees or not.  
Tab.	17:	1st	Typology	of	University	Lifelong	Learning	Programmes	
Type  National Programmes Entry 
requirements  
Award  Payment 
1 DE 1 (BP@KOM), UK 1 (BAC D) open  Qualification  Free 
2 - traditional  Qualification  Free 
3 - open  Certificate  Free 
4 CZ 1 (AGRI), CZ 3 (IBM) traditional  Certificate  Free 
5 UK 2 (unite) open  Qualification  fees 
6 DE 3 (MEI), UK 3 (SSE) traditional  Qualification  fees 
7 - open  Certificate  fees 
8 DE2 (HCAT_PRO), ES1 (Tec.),  
ES2 (Water), ES3 (KP), TR1 (Safe),  
TR2 (Air), TR3 (Log), FI1 (KOHA),  
FI2: (GL-Health), CZ2 (TTP), FI3 (ICT)  
traditional  Certificate  fees 
The first criterion refers to the openness of the programmes for non-traditional 
students. In other words, it classified the programmes if they are exclusively for 
people with a regular education certificate allowing access to university or it is open 
also for non-traditional students coming for instance from the VET-track. This cri-
terion expressed the degree to which the programme contributes to the permeability 
among different education subsystems or in a broader sense, to the openness of 
university education. 
The second criterion refers to the status of the certificate, which the learner 
obtains at the end of the programme. The term qualification signifies that it is a state 
recognised certificate, which give access to subsequent official education tracks or 
which allows access to certain segments of the labour market. In the other cases, the 
certificates have no official value or transferability within the educational systems, 
but might be of high relevance for labour markets.  
With Finland, Czech Republic, Germany and Scotland (differing from England) 4 
of the 6 LETAE-countries don’t charge tuition fees for »normal« students; in Spain 
and Turkey students have to pay. But unconventional (subsuming dual study pro-
grammes or mandatory internships under conventional) cooperation between uni-
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versities and enterprises are in all countries considered as an additional offer and are 
not covered by the basic funding of universities; additional funding is needed. The 
third criterion, the question of additional funding is usually project (programme)-
based, assured only for a short period for some tracks and is either paid by federal 
bodies (for instance by projects or from adult education funds), by the companies 
that send their employees to the programme or by the students themselves.  
But in countries as Spain, where the students at public universities have to pay 
fees calculated by credits, the students of adult education programmes must also pay 
fees. In the case of postgraduate Non-Bologna programmes, the fees are not 
regulated by the state as in the case of the Bologna programmes. This happens also 
in other countries, for instance in Germany, Finland and Turkey in the case that the 
adult education programmes are not part of the official higher education offer. 
The second proposal uses also three criteria, in this case:  
1. The access to the programmes is restricted to people, which have at least 
bachelor or a similar degree or not;  
2. It is a formal HE education programme or not;  
3. The lecturers of the programme are exclusively academic personal or not. 
Concerning access it asks if the programme addresses only graduates or if it is open 
for a wider range of people. Compared to the first proposal, it doesn’t focus on the 
permeability or openness of the HE-system, but on the contribution to the up-
grading of knowledge, competences and skills of graduates. For this reason it asked 
if the students must have a higher education degree to enter. 
Regarding the awards, it makes a similar distinction as the first proposal asking if 
the programmes emits an official HE education certificate or not covering then a 
wide range of possibilities from certificating participation towards a professional 
certificate of achievement by an university certificate. The difference between both 
possibilities is that the first type of award allows the student to access to other for-
mal education programmes (formal HE-programme); meanwhile the second type of 
certificate does not. In the best case (non-formal continuous training programmes), 
some parts are recognised partly as prior learning in formal education programmes.  
Finally, the third criterion introduces a quality criteria asking if the teachers are 
recruited only among academic staff or include also persons from outside the aca-
demia. This is taken as an indicator for its labour-market orientation. 
The allocation of the studied cases showed that the last two types do not refer to 
university adult education programmes, but to the normal Bologna programmes 
(Bachelor, Master or PhD). 
Revisiting these two models, we observed that they are proposing typologies in 
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Tab.	18:	2nd	Typology	of	University	Lifelong	learning	Programmes	
Type  National Programmes Entry requirements Award Teaching 
Staff  
1  TR1+TR2+TR3 Non-HE-Degree Continuous Training Only 
academics  
2  DE3 Non-HE-Degree  Continuous Training  Mixed 
3  DE2 Non-HE-Degree Higher Education Only 
academics  
4  UK1+DE1+CZ1+CZ2 Non-HE-Degree  Higher Education Mixed 
5  ES3 HE-Degree Continuous Training Only 
academics  
6  ES1+ES2+FL1+ 
FL2+FL3+CZ2 
HE-Degree Continuous Training  Mixed 
7  UK2+UK3 HE-Degree Higher Education Only 
academics  
8   HE-Degree Higher Education  Mixed 
- Financing 
The first model includes the issue of self-financing students. Payment can be 
made directly by the student/his enterprise or by others (entrepreneur asso-
ciations, trade unions or by public funding). It may thus be seen as an indica-
tor whether programme is financially supported structurally or individually.  
- Access  
We noted that both models refer to educational level as entrance criteria. The 
first typology takes up the question of permeability in relation to access for 
non-traditional students in the sense that they do not fulfil the traditional 
criteria to access initial higher education. The second typology questions if the 
programmes are conceived as continuous training for people, who have a 
higher education degree. Both approaches are focused on a continuum, so 
they can be integrated in one model.  
- Benefits 
Both proposals refer to the formality of the programme. Generally learning is 
differentiated between formal learning, non-formal learning and informal 
learning. Here we can introduce as additional criteria if the certification 
received on successful completion has  
– full recognition in the education system e.g. as a higher education 
certificate;  
– partial recognition in the education system e.g. in form of ECTS for other 
HE education tracks (recognition of prior learning);  
– recognition in the labour market as a full qualification,  
– recognition in the labour market as an additional qualification (compulsory 
or voluntary), 
– no official recognition or transferability. 
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- Work related learning 
This could refer to the enterprise-university cooperation in the design and 
implementation of the programmes. This could be covered by the question if 
the programme is tailor-made or not. But the fact that a programme is tailor 
made does not indicate the degree of the engagement of the enterprise in the 
design and implementation of the programme.   
In our project we asked for the integration of real work practice or simulation 
of work practice in the programme. The second typology proposed here as a 
proxy the integration of non-academics as teaching staff; although another 
possibility would be asking for the respective use of teaching and learning 
approaches such as problem based learning, project based learning, collabo-
rative learning etc.  
As we explained before, our typologies do not pretend to contribute to a theoretical 
discussion about adult education programmes. But both typologies are based on 
essential dimensions in the education and training debate: funding, access, benefits 
and relation to work. In this sense, both typologies are empirically founded. 
However as explained before, the main reason to elaborate the typologies was to 
classify the programmes in a coherent way in relation to the concrete objectives of 
the researcher and establish criteria for comparison. But beyond this objective, 
establishing essential dimensions of university adult education contributes to the 
creation of a coherent framework to classify such programmes and allow a more 
appropriate European wide analyse of university adult education programmes.  
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6 Potential of university-business cooperation in the field of higher 
education 
In this section we discuss the potential of university-business-enterprise cooperation 
and collaboration in the field of education to improve the quality of university adult 
education and traditional adult education based on the examples of the 18 cases 
analysed in the LETAE project. As noted in the introduction, the analysed cases of 
enterprise-university cooperation are not representative but indicative of the respective 
national university adult education strategies. We consider that they offer a valuable 
insight to appreciate the potential of university-business-enterprise cooperation in the 
field of higher education.  
We found some programmes with strong cooperation between university and 
enterprise; for example the third Spanish case, the second Finnish case, the first Czech 
case, or the first and second Turkish cases: short programmes based on strong business-
university cooperation led by enterprises. This type of programmes is more relevant for 
a quick adaptation to labour market requirements fulfilling specific gaps in regular 
higher education, partial rather by Continuous Vocational Education (CVET), respon-
ding to new qualification requirements, or offering mandatory (by law for certain 
professions) skills and knowledge. But these short programmes also indicate that the 
success of learning is highly depending on the linkage to daily work. The question, 
which we will treat later is, if these kinds of programmes, but with open access could be 
adequate instruments to improve the employability of graduates in the short-term, to 
improve their labour market opportunities, and under which conditions. 
We will pay more attention to the long programmes, like the first and second Spanish 
case, the first and second German cases, or the Scottish cases. The reason is that long 
programmes are historically the pillar of universities’ offers. This type of programme 
offers to the graduates the possibility to complement their knowledge, skills and com-
petences acquired in the course of the traditional university education (bachelor and 
master) or from Vocational Education and Training (VET).  
An important issue that we can learn from the studied cases is that a relevant success 
factor seems to be the qualification of the lecturers. As in the long programmes, short 
programmes also require a mix of academic and practical orientation. In the selected 
long programmes, this was achieved by having lecturers coming from academia and 
from enterprise (in-house staff or external experts with practical experience). In the 
analysed short programmes this objective was achieved by most lecturers having a 
mixed background as academics and from working in the private sector.  
Focussing now on learning in a work environment, we observe that the cases studied 
underline the relevance of work place learning for a successful learning process, 
especially if students have a vocational background like in the first German case or the 
first and third Scottish cases. The linkage between learning and applicability in the work 
place is a strength; and, the opportunity to apply what has been learnt in the programme 
in the daily work is considered crucial. Moreover previous studies on this issue show 
strong indicators for this interrelation, like the critical statements of learners in non-
tailor made programmes, who aren’t working in work places relevant to the program 
contents (see Krüger et al 2013).  
Internships like the first or the third Czech cases are obviously an alternative in these 
cases, where the intention of the learners is to be prepared for a new step in their 
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professional trajectory. But this requires a strong commitment from the enterprises to 
assure high quality internships. Another condition is the linkage of content to the tasks, 
which can be realised in the internship. So a stronger relationship between enterprises 
and universities seems to be a precondition for successful internships. The advantage 
for the enterprises would be that the programmes offer a pool of qualified people, 
which can be easily incorporated in the working processes of the enterprise. In other 
words, assuring quality of internships and its interlinkage to the learning programme is 
essential for the success of workplace learning. This requires a strong commitment from 
side of the enterprises.  
Some of the selected cases adopt »blended learning« which offers greater flexibility in 
time and space. Students, teachers and enterprises agree, however, that face-to-face 
sessions are crucial to create an adequate learning environment for cooperative learning 
among the students. In all these cases, the development of team projects is an important 
part of the learning process.55 
Most programmes are not only transmitting professional and/or technical compe-
tences, but also social competences; with new social contacts and interactions consi-
dered as an important element of participation.  
The practical experience (through work place learning or internships) and networking 
with professionals working in the same sector or enterprise reinforces the acquisition of 
competences and allows a better evaluation; of the competences and skills which have 
real relevance in different labour market segments.  
On first view, the short programmes seem to be an exception. They focus on very 
specific technical issues complementing knowledge and competences; which the parti-
cipants have not acquired in their traditional education. However, these programmes 
aren’t oriented to transmit only technical competences in the strictest sense, which can 
later be applied in practice; rather they are focused more on the comprehension of the 
processes of valorisation and accountability of enterprises, in the sense of social-
technical competences. 
In a nutshell, university-business cooperation seems to be a crucial element to deve-
lop and implement university adult education programmes with a high degree of lear-
ning effectiveness.  
A previous study (see Krüger, 2014 at themp.eu) on university strategies in the field 
of adult education found that: a) that this isn’t a priority in the agenda of Spanish 
universities; and b) that the initiative to develop such programmes comes mainly from 
the academics, not from the institution. Now, this can also be confirmed for the other 
five participating countries. We conclude that in such context it seems quite difficult to 
apply a systematic approach to develop a university offer for adult education with a 
strong labour market orientation – but the rich variety of examples of university-
business cooperation studied in this project show its potential to bring university 
education closer to changing labour market requirements and demands. 
The aforementioned study also concluded that universities and especially Spanish 
universities must develop structures to promote professionalization so that the skills, 
competences and knowledge can be constantly adapted to the quickly changing 
requirements of the labour market. From the perspective of the students, their parti-
                                              
55 It is important to underpin that ‘blended learning’ is not per se cheaper then face-to-face learning. The 
investment in time preparing the online sessions, the tutorship and monitoring the cooperative learning 
sessions is considerable. 
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cipation in such programmes is an investment of time and/or money, which must offer 
the possibility of a return on investment by improving their labour market position. The 
cooperation between university and business/enterprises and other actors active in the 
labour market to predict training needs and job opportunities and to improve the lear-
ning processes is one pre-condition to improve the chances of a return on investment. 
Another challenge is to increase the vocational orientation of ›traditional‹ higher 
education. Higher education (HE) and Vocational Education and Training (VET) have 
in the last few decades experienced a considerable transformation, which can be 
identified by two trends: a) Academic drift in the sense of traditional vocational 
education at secondary and post-secondary level becoming ›professional‹ at tertiary 
›academic‹ education level (Kyvik, 2004; Harwood, 2010); and, b) Vocational drift 
whereby VET principles are integrated into higher education in the form of new 
teaching and learning methods, internships and different types of dual studies and 
sandwich programmes (Kyvik, 2008; Hippach-Schneider, 2014). The vocationalisation 
of higher education is a particular challenge for all higher education systems.  
These trends are linked to the changes in the graduate labour market caused by the 
massification of higher education. This has been accompanied by changes in the 
structure of the labour markets for graduates: the traditional labour market for graduate 
as public education, health system, jurisdiction, public research and higher education are 
more and more contested terrain and other private labour market segments became 
more and more relevant for graduates. This change has its reflection within the higher 
education system in the debate about the redefinition of curricula bringing them nearer 
to the labour markets and about the relevance of workplace learning. 
We observe in several of the studied countries strategies to reinforce workplace lear-
ning in traditional higher education settings (Bologna cycle programmes). In Germany 
dual studies have gained momentum in the last decades. Also in Great Britain initiatives 
exist to strengthen the cooperation between enterprises and universities in education 
(e,g. Sandwich programmes or in England the »degree apprenticeships«, which are simi-
lar to the German dual studies and presupposes that students receives payments/wages 
for participating in these programmes). And in Spain there is a strong tendency towards 
workplace learning in university education, focused on master programmes and doctoral 
programmes (industrial doctorate). These types of programmes, to which we can add 
the French experience of Higher Education in Alternance, are based, generally, on 
strong cooperation between universities and enterprises including in many cases labour 
contracts or apprenticeship contracts with enterprises. 
Another potential response is the reinforcement of university lifelong learning. In its 
2011 resolution on modernising universities for Europe’s competitiveness in a global 
economy, the Council claims:  
»to improve the identification of training needs, increase the labour market relevance of 
education and training, facilitate individuals’ access to lifelong learning opportunities and 
guidance, and ensure smooth transitions between the worlds of education, training and 
employment.« (Council of the European Union, 2011: p2) 
The need to increase lifelong learning opportunities, widen access to higher education, 
boost employability and upgrade the skills of the population was underlined. This 
include the broader integration of non-traditional learners in the programmes of the 
Bologna scheme, but also the offer of specific programme for adult learners, which will 
have a primarily labour market orientation. In the strategy paper Supporting growth and jobs 
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– an agenda for the modernisation of Europe's higher education systems (EC, 2011) one of the key 
policy issues is to encourage a greater variety of study modes (e.g. part-time, distance 
and modular learning, continuing education) for adult returners and others already in 
the labour market.  
But the answers given by the systems are conditioned by their configuration. For 
instance countries like Germany, Finland or the UK have a diversified higher education 
landscape, compared to Spain or in a certain degree also the Czech Republic56. In Spain 
– excluding the higher vocational training and specific education fields such as music, 
sports and arts – there is only one type of public higher education institute: the univer-
sity as proper higher education institution differentiated on the line of public or private 
ownership. In Czech Republic, in general all public higher education institutions are 
universities, with the exception of two institutions. But there is a range of private higher 
education institutions, which are mainly non-universities. The Turkish universities are a 
particular case, as they can also include Centres of vocational training. Moreover the 
political environment can play a considerable role. For instance, in Finland lifelong 
learning is included as part of the third mission in the Finnish university legislation. 
These elements are some of the explanations why the Finish and Spanish universities 
are among the frontrunners developing university lifelong learning strategies. Meanwhile 
in other countries like the United Kingdom and Germany, the issue of permeability – 
meaning the access to university education programmes – seems to be more relevant. 
And the Czech universities are still in a starting position in respect to lifelong learning 
putting more emphasis on the modernisation of the higher education system. Turkey is 
a particular case as the universities provide more vocational training for a wide range of 
learners; meanwhile the training offers for graduates seem less developed as also 
permeability strategies.  
Generally, this issue is discussed under the header of employability. Following a 
recent Eurydice report (2014: 61ff), there are two main strands to achieve this concept. 
The first focuses more on employment and seems to be the mainstream in European 
policy. For instance, in the Council conclusions of 11 May 2012 on the employability of 
graduates from education and training, it is defined as »a combination of factors which enable 
individuals to progress towards or enter employment, to stay in employment and to progress during their 
career« (ibid p. 4) This perspective is shared by the Bologna working group on employa-
bility (2009, p. 5) defining it as »the ability [of graduates] to gain initial meaningful employment, 
or to become self-employed, to maintain employment, and to be able to move around within the labour 
market«. 
However, a more promising focus is on ›skills‹ and ›competences‹ considering 
employability as »a set of achievements – skills, understandings and personal attributes – 
that makes graduates more likely to gain employment and be successful in their chosen 
occupations«. Such skills and competences are usually understood as needed (and 
demanded) by employers. In essence, the »student exhibits employability in respect of a 
job if he or she can demonstrate a set of achievements relevant to that job« (Yorke 
2006, p. 8). This strand of thinking advocates a more specific role of higher education, 
                                              
56 Both countries have a clearly differentiation between higher vocational and general education. In Spain, the 
qualification of higher technician is done in vocational schools and in the Czech Republic we found ‘Tertiary 
professional schools’ »mostly developed out of upper secondary technical schools (střední odborné školy) and 
usually form a single legal entity with them” (Eurydice Czech country report consulted May 2016 at: 
https://webgate.ec.europa.eu/fpfis/mwikis/eurydice/index.php/Czech-Republic:Types_of_Higher_Education_Institutions 
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for instance, in the provision of vocationally oriented skills and competences. Under 
this perspective, the participation of employers in developing and evaluating higher 
education study programmes seems relevant.  
In this context, however, emerges the question why an enterprise should participate 
in the development, implementation and evaluation of a bachelor or master pro-
gramme? This is not the place to discuss this question in detail. But the fact that the 
number of dual studies (which is in some extent a transposition of dual IVET to higher 
education) and the number of students involved in such programmes has increased in 
the last years in Germany, is an indicator that German enterprises perceived that such 
programmes and the respective investment provides benefits57. The same can be said 
about the recent governmental initiative to promote in the UK the »degree appren-
ticeships«, some »industrial master and doctorate programmes« in Spain and the French 
Higher Education in Alternance, indicate that the enterprise expect benefits 
participating in these type of programmes – and these established structures provide 
hope that some of the grass-root initiatives analysed in the 18 LETAE case studies 
might become sustainable.  
Conclusions 
We have noted above that there are signs of work-based and -related learning taking 
place in each of the partner countries involved in the LETAE project. Much of what 
was presented is dependent upon the specific historical context in which vocational and 
tertiary education developed and the role that Lifelong Learning and adult education 
more specifically plays. However, as we have noted it is not easy to understand the scale 
and scope of WBL since it is not measured as a discrete activity of universities and there 
are considerable problems of universal definitions in relation to duration, level and 
certification or the award of credit.  
It is suggested that the current calls for closer collaboration between higher educa-
tion and employers and other partners is not new and 20 years ago similar calls were 
emanating from Europe about structural change and global competition (Saunders, 
1995; Brennan and Little, 1996; Somerlad, 1996). As we have seen, many of the hopes 
for progress in the areas of work based learning have still to come to fruition. While 
there are now national qualification frameworks linked to the EQF (European Qualifi-
cations Frameworks) and links to Bologna, true credit accumulation and transfer within 
borders, never mind across borders, is still in its infancy and remains limited in the main 
to rhetoric rather than reality. The same could also be said to characterise the moves 
towards anything resembling the universal application and implementation of any sub-
stantial form of accreditation of prior learning and/or experience despite again much 
rhetoric and even policy recommendations.  
We must also say something about the extent to which the predictions of labour 
market demand, particularly in relation to the demand for high skills as noted in various 
EU documents cited earlier, have played out against the backdrop of the financial crisis 
in 2008 and its aftermath.  
                                              
57 The majority of the German dual study programmes are not organized by universities, but by universities of 
applied science or other higher education institutes. The distinction between both is, following the German 
legislation, that the first ones have the right to emit education certificates of doctor. In other words, not all 
universities or higher education institutes have the same interest on dual study programmes, but the 
institutional diversity of the higher education systems allows that some institutes opt for the dual study 
programmes to develop their own profile.  
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In many member states the terms and conditions employment of many have 
worsened and much of recent labour market demand has been fuelled by low quality 
jobs with poor terms and conditions and precarious prospects with Cedefop noting an 
increase in temporary and fixed term contract especially for young people. In addition, 
funding for adult education and lifelong learning are often easy targets when it comes to 
governments wishing to make cute in public funding. 
We have already noted the increasing mismatch between qualification levels and 
employment outcomes with large numbers overqualified for the labour market positions 
they occupy and unless there is considerable economic growth it is unclear where the 
posited high quality jobs are going to come from. This would appear to be confirmed 
by the Europe 2020 indicators for June 201658 which suggested that as a result of weak 
employment demand, intensified by the economic crisis, people are increasingly taking 
jobs below their qualification or skills level. They also noted contraction in a number of 
sectors with construction employment falling by around 20% between 2008 and 
2015and agriculture and manufacturing declining on average by 11.5% in the same 
period.  
While it may not be representative it could be argued that in the UK which was in 
the forefront of the use of austerity economics in attempts to stimulate the economy 
the future looks rather bleak and perhaps mirrors some of the cautions noted above. It 
was widely promoted that unemployment in the UK had fallen in the aftermath of the 
crisis, but according to O’Connor (2015) many of the jobs were in low-paid, low-skill 
sectors with a knock on effect in terms of lower tax revenues; while Elliott cited a Bank 
of England report that suggested low-skilled migration and a failure to invest alongside 
the skewing of employment toward the low paid and low skilled as possible factors 
depressing wage growth and productivity since the crisis of 2008.  
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